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Abstract 
 
     This study started from the great opportunity to read English 
compositions written by upper secondary school pupils. Through the analysis 
of their English compositions, the present researcher felt that the English 
writing of upper secondary school pupils will be improved in both quantity and 
quality through writing instructions at school. The purpose of this study is to 
carry out Interactive Writing Instruction, which involves top-down instruction 
and bottom-up instruction at upper secondary schools, and to verify the 
effectiveness of Interactive Writing Instruction in improving English writing of 
upper secondary school pupils.  
     In Chapter II summarised the history of the second or foreign language 
education, dividing it into three stages: the Stage of Knowledge Teaching, the 
Stage of Skill Teaching and the Stage of Communication Teaching. The reasons 
why different methodology had to be adopted for each stage were identified. 
Moreover, the roles of writing instruction in each methodology for each stage 
were described. 
     Chapter III reviewed the background of foreign language education, 
especially English language education in Japan, the Incident of His Majesty’s 
Ship Phaeton. In addition, the analysis of the changes of the Course of Study 
for foreign language education at upper secondary schools in Japan since 
World War II has shown their objectives for English writing instruction at 
upper secondary schools from teaching how to write to teaching how to 
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communicate. In order to see how far the objectives of English writing 
instruction in the Course of Study, a comparative analysis of free compositions 
written by Finnish primary school pupils with that by Japanese upper 
secondary school pupils were examined. The analysis of compositions produced 
by Japanese upper secondary school pupils has indicated that there was a big 
gap between the idealistic objectives of writing instruction in the latest Course 
of Study for upper secondary schools and the real situation of writing ability of 
Japanese upper secondary school pupils. 
     Chapter IV described the crucial theoretical background of Interactive 
Writing Instruction. Fundamentally, the pivotal theory for the present study 
has been launched on two theoretical grounds, the sketch of Interactive 
Reading proposed by Grabe (1988) and the components of successful writing 
proposed by Rimes (1983).  
     Chapter V (Research I) described an experiment which was conducted to 
verify the effectiveness of top-down instruction for free composition. Through 
the analysis of free composition, the fundamental problem that Japanese EFL 
learners did not know what to write in their free composition, writing 
instruction featuring concept mapping were conducted and the effectiveness of 
it was verified. Through the top-down instruction featuring concept mapping, 
the volume of their English compositions were empirically improved. However, 
the quality of their English was not so much improved. The result shows that 
the more English sentences came to in their free composition, the more 
ungrammatical sentences produced. That is to say, the pupils produced English 
sentences which did not express what they wanted to convey. For example, 
many of them wrote these ungrammatical English sentences; “Mobile phone is 
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many kinds.” or “Mobile phone can listen to music.”  
Chapter VI (Research II) revealed the tendency of Japanese EFL learners’ 
subject selection in English with a data collection. The data collection was 
conducted to verify the tendency for turning Japanese topics into English 
grammatical subjects in composing English sentences, and to investigate how 
the selection of grammatical subjects would affect the grammaticality of 
produced sentences. More specifically, in this research , the Japanese typical 
sentence structure, topic-comment structure (A wa B da, or A wa B ga C da) 
was presented to the participants as translation tasks from Japanese 
sentences into English ones. The results of the data analysis uncovered the 
following tendency: when they turned Japanese topic into English subject, the 
grammaticality of the English tended to decrease. Furthermore, the 
grammaticality of the English sentence tended to increase when they used an 
animate subject in their English sentence. 
     Chapter VII (Research III) reported an experiment on bottom-up 
instruction taking into consideration the results of Chapter VI (Research II). 
The experiment indicates Japanese EFL learners should pay careful attention 
to selection of a grammatical subject in producing an English sentence. The 
experiment was conducted for about two months. In this bottom-up instruction, 
the upper secondary school pupils were taught how to utilise Inter Japanese in 
their English sentences, not to turn Japanese topics into English grammatical 
subjects easily. The results of the experiment revealed that the bottom-up 
instruction utilising Inter Japanese was effective in increasing the 
grammaticality of English sentences statistically. Furthermore, Inter Japanese 
assisted the participants to notice the differences of the language structure 
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between Japanese and English.  
Chapter VIII (Research III) introduced the crucial experiment in this 
study, Interactive Writing Instruction. This instruction integrated top-down 
writing instruction featuring concept mapping reported in Chapter V with 
bottom-up instruction featuring keyword based instruction reported in 
Chapter VII. The results of this experiment did not statistically verify the 
effectiveness of the interactive instruction on the whole against the top-down 
instruction alone. This result probably was caused because the period of the 
experiment was rather limited. Another experiment was planned to be 
introduced in the next chapter.  
     Chapter IX (Research V) tried to further verify the effectiveness of 
Interactive Writing Instruction which involved top-down instruction featuring 
concept mapping and bottom-up instruction featuring keyword-based 
compositions supported by Inter Japanese. The experiment lasted two months, 
which doubled the length of the previous experiment shown in Chapter VIII 
(Research IV). The results of the experiment did not show what the present 
researcher had expected. This was because several participants in the 
experimental group decreased the number of words and sentences significantly 
in spite of the fact that the length of the experiment was made twice longer 
than that in the previous experiment reported in Chapter VIII. There was 
some degree of improvement in increasing of the volume in the participants’ 
compositions while there was much greater improvement in increasing of the 
grammaticality in their compositions. 
     Finally, Chapter X drew to a close this study with the pivotal thesis and 
results of a series of experiments. Based on the findings of the study, some 
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implications for writing instruction for Japanese EFL learners were presented. 
Although the limits of the experiments were referred to, it is hoped that the 
findings in this study are to contribute to English writing instruction for 
Japanese EFL learners. 
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CHAPTER I  
 
 
Introduction 
 
1.1  Background of the Study 
     This Ph. D. dissertation is a development of my MA thesis (Fukushima, 
2009) entitled “A study on effectiveness of concept mapping instruction for 
upper secondary school pupils.” As a preparation for the MA thesis study, I had 
an opportunity to participate in a joint study between Naruto University of 
Education and a local public upper secondary school in Naruto City.(1) The 
focus of this joint study was placed on how to improve English writing skills of 
upper secondary school pupils. In this study I was able to analyse a large 
number of free English compositions written by upper secondary school pupils. 
Their compositions turned out to have a lot to be improved in terms of both 
quantity and quality. The most impressive issue, however, was their prevailing 
negative perceptions about English writing itself (Ito, et. al., 2008; Ito, et. al., 
2009).  
     I decided to pursue this problem in my MA thesis. On the basis of the 
findings of this joint study, I came to consider that it would not be enough to 
increase the frequency of English writing opportunities but that some kind of 
learning assistance would be needed to improve upper secondary school pupils ’ 
English writing. As a way to improve their English writing, I focused on 
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concept mapping (Shultz, 1991; Zaid, 1995; Bromley, Devitis & Modlo, 1999; 
Chularut & DeBacker, 2004; Kang, 2004; Chang, 2006; Ojima, 2006; Rao, 2007) 
which had been already widely used by teachers at secondary schools in 
teaching their subjects other than English.(2) I hypothesised that concept 
mapping could be applied to English writing instruction as well in order to 
improve pupils’ English writing, and tried to verify its effectiveness through a 
four-week experiment at a local upper secondary school. The result of the 
experiment was fairly positive. Concept mapping was useful in increasing the 
volume of English compositions by the participants; the number of word tokens, 
word types and sentences used in their free compositions was significantly 
increased, verifying the effectiveness of concept mapping.  
     However, when I analysed the participants ’ compositions more in detail, I 
found out that there remained a lot of ungrammatical and uncompleted 
sentences in their compositions. Moreover, the questionnaire conducted after 
the experiment revealed that many pupils seemed to find it difficult to express 
what they want to write in grammatical English. For instance:  
     Pupil 1: Thanks to concept mapping, I can get ideas to write, but I don’t 
know how to write them down in English. 
     Pupil 2: I have ideas to express in Japanese, but I am afraid that I cannot 
do it in English.  
     These findings led to the conclusion that concept mapping is effective in 
increasing the quantity of English writing by Japanese EFL learners but it 
also has limitations, and that some kind of additional assistance is needed to 
improve the quality of their English writing.  
     It can be said that concept mapping is a sort of top-down instruction 
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focusing on meaning and aimed at fluency.(3) The experiment conducted for the 
MA thesis has revealed that this is effective in increasing the quantity of 
English writing by Japanese EFL learners, but it is not sufficient to improve 
the quality of their English writing. Some kind of additional assistance, that is, 
bottom-up instruction which is form-focused and aimed at accuracy is needed 
to improve the quality of their English writing. That is to say, in order to 
improve English writing by Japanese EFL learners, both top-down instruction 
and bottom-up instruction are needed. I decided to pursue this issue more in 
detail in my Ph. D. dissertation.  
 
1.2  Purpose of the Study 
     The purpose of the study is to present the historical and theoretical basis 
of Interactive Writing Instruction which involves both top-down instruction 
and bottom-up instruction and to verify the effectiveness of Interactive Writing 
Instruction in improving both the quantity and quality of English writing by 
Japanese EFL learners. 
     The reason why the present dissertation has adopted the term of 
Interactive Writing Instruction is because it is hypothesised that both 
top-down instruction and bottom-up instruction are needed to improve English 
writing by Japanese EFL learners. The conceptual framework of Interactive 
Writing Instruction has been borrowed from the theory of Interactive Approach 
in second language reading instruction (Carrell, 1983; Silberstein, 1987; 
Carrell, 1988; Grave, 1988). 
     In the field of second language reading instruction, traditional bottom-up 
instruction was replaced by top-down instruction by the argument by Goodman 
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(1976, pp.126-127) that reading is a guessing game as follows:  
      
        In place of this misconception, I offer this: “Reading is a selective 
process. It involves partial use of available minimal language cues 
selected from perceptual input on the basis of the reader ’s expectation. 
As this partial information is processed, tentative decisions are made to 
be confirmed, rejected or refined as reading progresses.” 
        More simply stated, reading is a psycholinguistic guessing game. It 
involves an interaction between thought and language. Efficient reading 
does not result from precise perception and identification of all elements , 
but from skill in selecting the fewest, most productive cues necessary to 
produce guesses which are right the first time.  
 
However, this top-down approach in second language reading instruction was 
also later criticised by those who proposed Interactive Approach for second 
language reading instruction. They argued that guessing is not necessarily a 
proof of good readers since poor readers also make use of guessing, that 
Goodman and his followers underestimated the function of lower-level reading 
skills for successful reading, and that both top-down instruction and bottom-up 
instruction are needed for a successful reading. I believe that the argument by 
those who propose Interactive Approach in second language reading 
instruction can be applied to writing instruction for Japanese EFL learners: 
both top-down and bottom-up instruction are needed for successful English 
writing. This is the reason why the term of Interactive Writing Instruction has 
been adopted for this Ph. D. dissertation.  
     For top-down writing instruction, this Ph. D. dissertation focuses on 
concept mapping. This is because the effectiveness of concept mapping in 
increasing the quantity of English writing by EFL learners has been already 
verified by my previous studies (Fukushima & Ito, 2008; Fukushima & Ito, 
2009). Incidentally, concept mapping used in this study is also called webbing, 
mind mapping, semantic mapping or graphic organising and so on (Bromley, 
Devitis & Modlo, 1999; Kang, 2004; Chang, 2006; Ojima, 2006) in other studies. 
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They more or less refer to the same thing and the term of concept mapping is 
used in this dissertation. 
     For bottom-up instruction, the dissertation focuses on keyword-based 
composition supported by Inter Japanese (Chukan Nihongo). This is because it 
may rectify possible shortcomings of concept mapping instruction disclosed by 
the previous studies of the present researcher (Ito & Fukushima, 2008). In my 
previous experiment on concept mapping instruction, the participants found it 
very difficult to produce grammatical English sentences only by referring to 
key words shown in concept maps. It was clear that they needed additional 
assistance in converting a given set of key words into grammatical sentences.  
This is the reason why the dissertation has adopted keyword-based 
composition as a learning tool for bottom-up instruction. 
     The following figure presents the framework of Interactive Writing 
Instruction proposed in this dissertation to improve English writing by 
Japanese EFL learners. 
 
form-focused 
(keyword-based
composition)
bottom-up instruction
top-down instruction
(concept maping)
Figure 1.1.  Framework of Interactive Writing Instruction
Writing Instruction
for Japanese EFL
learners
Interactive
Writing
Instruction
meaning forcused
enriching contents
fluency 
accuracy 
increasing grammaticality
 
 
1.3  Structure of the Dissertation 
     This dissertation consists of ten chapters, including the present chapter, 
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Chapter I, which describes the background and purpose of the study.  
     Chapter II presents a brief sketch of the history of L2 writing instruction. 
First, the historical shifts in methodology of second language teaching are 
briefly explained, focusing on Grammar Translation Method, Audiolingual 
Method, and Communicative Language Teaching as representative approaches 
in second language teaching. Then, a brief explanation is given as to how 
writing was conceived and taught in each of these approaches, thus disclosing 
the historical shifts in L2 writing instruction up to the present. 
Chapter III gives a historical sketch of writing instruction in English 
language education in Japan. First, a history of English language education in 
Japan is briefly described. Next, limiting our scope to the history of English 
language education after World War II, a brief explanation is provided as to 
how the way of writing instruction at upper secondary school has changed, 
with reference to the changes in the way writing has been treated in the 
Course of Study for Upper Secondary School issued by the Ministry of 
Education, Culture, Sports, Science and Technology,(4) Furthermore, our 
attention will be directed to the gap between the idealistic goal of English 
writing instruction stipulated in the latest Course of Study (MEXT, 2009) and 
the difficulties today ’s upper secondary school pupils are facing in English 
writing.  
     Chapter IV describes the theory and practice of Interactive Writing 
Instruction, which is proposed in this dissertation as a promising option to 
remedy the gap disclosed in the previous chapter. The concept of Interactive 
Writing Instruction has been borrowed from Interactive Approach to L2 
reading (Carrell, et. al., 1988), which emphasises the importance of promoting 
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the interaction between top-down processing and bottom-up processing in L2 
reading. Accordingly, Interactive Writing Instruction incorporates both 
top-down writing instruction which is meaning-oriented and bottom-up writing 
instruction which is form-oriented. The dissertation proposes concept mapping 
as an option of top-down writing instruction and keyword-based composition as 
an option of bottom-up writing instruction, referring to the theoretical 
background of both. 
     Chapter V reports the experiment which was conducted at a public upper 
secondary school in Tokushima Prefecture in order to verify the effectiveness of 
concept mapping as an option of top-down writing instruction in improving 
English writing by upper secondary school pupils. Both achievements and 
limitations of concept mapping instruction are discussed. 
     Chapter VI reports the results of the careful analysis of data (i.e., free 
English compositions) collected from upper secondary school pupils. The 
analyses have disclosed a large number of grammatical errors which were 
caused by improper selection of grammatical subjects for English sentences, 
thus necessitating some kind of bottom-up writing instruction which will direct 
pupils’ attention to grammatical subjects in composing English sentences.  
     Chapter VII reports the experiment which was conducted at a public 
upper secondary school in Tokushima prefecture in order to verify the 
effectiveness of translation activity with Inter Japanese in decreasing the risk 
of making grammatical errors. This translation activity with Inter Japanese is 
proposed in order to help Japanese upper secondary school pupils to become 
more sensitive to the linguistic differences between English as a subject 
prominent language and Japanese as a topic prominent language (Mori, 1980) 
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and, as a result, to pay more attention to the selection of grammatical subjects 
in making English sentences. 
     After verifying the effectiveness of top-down instruction featuring 
concept mapping and that of bottom-up instruction featuring translation 
activity with Inter Japanese independently, Chapter VIII reports the 
experiment which was conducted at a public secondary school in Tokushima 
Prefecture in order to verify the effectiveness of Interactive Writing 
Instruction which integrates the top-down instruction featuring concept 
mapping and the bottom-up instruction featuring keyword-based composition 
supported by Inter Japanese. 
     Chapter IX reports the follow-up experiment which was conducted at a 
public upper secondary school in Tokushima in order to re-verify the 
effectiveness of Interactive Writing Instruction which integrates top-down 
instruction and bottom-up instruction as in the experiment reported in 
Chapter VIII. 
Chapter X concludes this Ph.D. study by summarising the discussion 
behind Interactive Writing Instruction and the results of the experiments 
conducted for this dissertation, and by presenting limitations of the present 
study and issues for further studies. 
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CHAPTER II   
 
 
A Historical Sketch of L2 Writing Instruction 
 
2.1  A Brief History of L2 Teaching 
2.1.1  Three stages in the history of L2 teaching 
L2 teaching(1) has an extended history as long as human civilization. 
However, the history of L2 teaching conducted in school systems after the 
nineteen century can be divided into three stages (Ito, 1999). Figure 2.1 below 
shows distinctive features of each stage. 
 
Language Rules Language Behavior Language Use
Figure. 2. 1. Three Stages of L2 Teaching (Arranged from Ito, 1999, p. 6)
Communication    Mode
STAGE 1 STAGE 2 STAGE 3
Communication
Teaching
Skill 
Teaching
Knowledge 
 
 
As you can see in the figure, STAGE 1 is named the Stage of Knowledge 
Teaching, where L2 learning was conceived as learning rules of a target 
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language. The L2 teaching in STAGE 1 was dominant in L2 classrooms from 
the nineteen century to the twenty century. 
     Next, STAGE 2 is named the Stage of Skill Teaching, where L2 learning 
was conceived as forming habits of language behavior. The L2 teaching in 
STAGE 2 was dominant in L2 classrooms from the middle of the twenty century 
to 1970’s. 
Finally, STAGE 3 is named the Stage of Communication Teaching, where 
L2 learning is conceived as acquiring communicative competence in a target 
language through language use. The L2 teaching in STAGE 3 has been 
dominant from 1980’s to the present. 
     The reason why the history of L2 teaching is shown in the form of 
overlapping ovals in Figure 2.1 is because it is thought that Skill Teaching 
encompasses aspects of Knowledge Teaching and that Communication 
Teaching encompasses aspects of Knowledge Teaching and Skill Teaching.  
 
2.1.2  Distinctive features of each stage in L2 teaching 
The L2 teaching in STAGE 1 is based on prescriptive linguistics. 
Researchers of that discipline (i.e. linguists) were in charge of language 
education as well. The prevalent methodology was Grammar Translation 
Method. Languages were taught explicitly with reference to language rules, 
which were expected to form learners ’ language knowledge. For instance, 
teachers were expected to teach learners a language rule that when a 
grammatical subject is in the third person, singular form and present tense, a 
predicate verb needs to be suffixed with “s” or “es”, or that a noun needs to be 
suffixed with “s” or “es” to change it into plural forms. A typical exercise was to 
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translate L2 sentences into L1 sentences or vice versa. There was little use of 
the target language for communication (Cele-Mulcia, 2001). Literary texts 
were presented to learners at the beginning of each lesson. Next, important 
vocabulary items and grammatical rules were explained to learners. Then they 
were asked to translate texts into L1 sentence by sentence, referring to 
grammatical rules. Finally learners were asked to translate L1 sentences into 
L2 so that they could apply the grammar rules taught in the lesson. Little or no 
attention was given to pronunciation. (Prator, 1979; Byram, 2000; Ishiguro et. 
al., 2003). 
     The L2 teaching in STAGE 2 was based on structural linguistics and 
behavioral psychology. On the basis of the axiom that “The speech is language. 
The written record is but a secondary representation of the language ” (Fries, 
1945, p. 6), priority was give to the teaching of aural/oral aspects of language. 
The prevalent methodology was Audiolingual Method. Teachers were expected 
to help learners to form language habits since language was conceived as 
behavior or skills. Learners were provided with a great deal of drills, exercises 
in the form of pattern practice consisting of repeating a number of sentences 
with the same grammatical structure. Errors produced by learners during 
practice were considered to have been caused by interference from L1 and 
therefore to be avoided by all means. From the viewpoint of speech primacy, a 
natural sequence of teaching skills (listening, speaking, reading and writing) 
was emphasised. In order to help learners to form language habits, language 
laboratories were installed so that learners could have ample opportunities for 
‘mim-mem’ exercises and pattern practice (Lado, 1964; Chastain, 1971; Prator, 
1979; Richards & Rodgers, 2001). 
12 
 
     The L2 teaching in STAGE 3 has been based on functional linguistics and 
sociolinguistics (Ito, 1999). On the basis of these two new types of linguistics, 
researchers have explored what language can do rather than what language is. 
Sociolinguists are interested not only in whether something is formally 
possible (theoretical linguists’ main concern) but also in whether something is 
feasible, whether something is appropriate, and whether something is actually 
performed (cf. Hymes, 1971, p.281). The prevalent methodology has been 
Communicative Language Teaching (or Communicative Approach). On the 
basis of notional syllabuses proposed by Wilkins (1976), communicative 
textbooks have been developed in which pattern practice was replaced with 
communicative tasks which are intended to foster communicative competence 
in a target language (Canal & Swain, 1980). According to Kumaravadivelu 
(1993), who elaborates macrostrategies of Communicative Language Teaching, 
teachers are expected to create learning opportunities in their class, utilise 
learning opportunities created by learners, facilitate negotiated interaction 
between participants, activate the intuitive heuristics of the learners, and 
contextualize linguistic input. According to Johnson (1982), who elaborates 
microstrategies of Communicative Language Teaching, classroom activities for 
eliciting communication should be prepared on the basis of the five principles; 
information transfer, information gap, jigsaw, task dependency and correction 
for content.  
 
2.1.3  Factors behind the methodological shifts in L2 teaching 
Why has L2 teaching shifted from one stage to another as in Figure 2.1? 
It is a general agreement that this shift has been caused by the changes in 
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underlying theories of language and language learning. Ito (1999) proposes 
another factor which is responsible for the methodological shifts in L2 teaching, 
namely the change in the mode of cross-cultural communication as is indicated 
in Figure2.1.  
In STAGE 1 (the Stage of Knowledge Teaching), cross-cultural 
communication was mostly conducted through written language such as 
newspapers, magazines and books. People, including L2 learners, had a lot of 
time to comprehend written language. L2 learners had very few opportunities 
to communicate with native speakers of a target language. Therefore, most of 
L2 learners were taught how to read texts in a target language in the 
classroom. In order to comprehend the information included in texts in a target 
language accurately, the grammar of the target language was crucial for them. 
Naturally, Grammar Translation Method was very suitable for L2 learners in 
this stage since the method emphasised the accurate understanding of texts 
through the grammar of the target language. 
In STAGE 2 (the Stage of Skill Teaching), cross-cultural communication 
was conducted not only through written language as in STAGE 1 but also 
through spoken language coming from the mass media such as the radio, 
movies and television. Thanks to the development of the new communication 
technology, it became possible for L2 learners to listen to oral language spoken 
by native speakers, although they seldom had an opportunity to communicate 
with native speakers just like L2 learners in STAGE 1. Unlike L2 learners in 
STAGE 1, however, they needed to comprehend information quickly while they 
listened to oral language. Thus the speed of comprehension in a target 
language was crucial for L2 learners. Naturally, Audiolingual Method was 
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suitable for L2 learners in this stage since the method required them to master 
a target language as automatic habits. 
     In STAGE 3 (the Stage of Communication Teaching), it has become 
possible even for L2 learners to be engaged in face-to-face cross-cultural 
communication due to the advancement of globalization. It is not a rarity 
anymore for L2 learners to meet native speakers of a target language either in 
a foreign country or in their own country. Therefore, it has become necessary 
for L2 learners to exchange information in real life situations with people who 
speaks the target language as a native language or as a second/foreign 
language, especially so for those who are learning English as an international 
language. Naturally, Communicative Language Teaching is suitable for the 
learners in this stage since the method requires L2 learners to exchange 
information within communication activities such as games and tasks.  
Thus, it can be said that the shifts in L2 teaching have been caused not 
only by the trends in underlying theories of language and language learning 
but also by the changes of communication mode across stages. 
 
2.2  L2 Writing Instruction in Major Approaches 
2.2.1  Grammar Translation Method and L2 writing instruction 
Celce-Murcia (2001, p.6) enlists the methodological features of Grammar 
Translation Method as follows: 
 
a. Instruction is given in the native language of the students. 
b. There is little use of the target language for communication. 
c. Focus is on grammatical parsing, i.e., the form and inflection of words.  
d. There is early reading of difficult texts.  
e. A typical exercise is to translate sentences from the target language into  
the mother tongue (or vice versa). [Italics added] 
f. The result of this approach is usually an inability on the part of the  
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student to use the language for communication. 
g. The teacher does not have to be able to speak the target language.  
        
As is implied by this list of the methodological features of Grammar 
Translation Method, writing in Grammar Translation Method took place only 
in the form of translation exercise from L1 to L2. This writing exercise was 
meant to provide L2 learners with opportunities to apply and internalise the 
grammatical rules they had learned. Naturally, L2 sentences produced by 
learners were not related with each other at all just as in Japanese-English 
translation exercises (wabun eiyaku) in traditional English lessons in Japan 
(cf. Aoki, 1932). It can be said that writing in Grammar Translation Method 
was not writing exercise for the sake of writing.   
 
2.2.2  Audiolingual Method and L2 writing instruction 
In Audiolingual Method, the methodological priority was given to 
learning oral skills because it was considered that language was speech (Fries, 
1945). Therefore, little emphasis was placed on writing instruction. Writing 
was taught just as the reinforcement of oral skills as habits (Silva, 1990; 
Raimes, 1991; Ferris & Hedgcock, 1998). Bowen (1967, p.306), for example, 
asserts that “reading and writing abilities are developed after the learner has 
acquired a fair knowledge of listening and speaking skills .”  
The common writing exercise in Audiolingual Method was controlled 
composition, which consisted of simple substitution drills and practices of 
rearranging words in a correct order (Takayama, 2001).  Formal accuracy and 
correctness were emphasised in controlled compositions. Therefore, instructors 
were required to monitor learners’ utterances to prevent mistakes in learners’ 
writing. There was “negligible concern for audience or purpose” (Silva, 1990, 
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p.13). The samples of writing instruction in Audiolingual Method are shown 
below (Bowen, 1963, pp.308-362): 
 
A:  Copying Exercises 
B:  Multiple choice exercises 
C:  Matching exercises 
D:  Completion exercises 
E:  Pattern drill exercises 
F:  Dictation 
G:  Q & A 
H:  Controlled compositions  
J:  Note-taking  
K:  The paraphrase 
L:  Free composition 
 
Writing exercises from A to K are “means to an end－the ability to write free 
compositions. The controlled compositions give practice in correct forms to 
enable students to express clearly and exactly the ideas that they have when 
they write their own compositions” (Bowen, 1963, p.360). 
In a nutshell, oral skills were more important than written skills in 
Audiolingual Method. However, written skills were not omitted. They were 
“simply taught later, and less importance is attached to them” (Chastain, 1976, 
p.112).  
 
2.2.3  Communicative Language Teaching and L2 writing instruction 
     Unlike Audiolingual Method, which put priority on oral skills (listening 
and speaking), Communicative Language Teaching (CLT) treats all four 
language skills equally as communication skills. As a result, skills are often 
“integrating from the beginning; a given activity might involve reading, 
speaking, listening, and also writing” (Celce-Murcia, 2001, p.6). This means 
that writing is taught right from the beginning. The purpose of the writing in 
CLT is to convey information in a target language. Grammar is needed only as 
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a support for this transaction of information.  
Fluency is emphasised as well as accuracy (Briere, 1966). Learners are advised 
not to be afraid of making mistakes in their L2 writing, which is the biggest 
difference from writing instruction in Audiolingual Method.  
     Writing instruction in Communicative Language Teaching is often 
conducted on the principle of information transfer (Johnson, 1982). For 
example, learners are required to fill out application forms by reading letters 
of application, to explain what is reported in tables in a target language, to 
describe pictures and figures in a target language, and so on. They are also 
required to respond to the input in a target language, like responding to email 
messages, answering customers’ inquires and complains, summarising 
newspaper articles, and so on. Raimes (1983) lists a number of communicative 
writing exercises. For example, learners are required to turn the following 
family tree into a paragraph in a second language (Raimes, 1983, p.41).  
 
 
 
Similarly, learners are required to describe what is reported in the following 
figure in a target language (Raimes, 1983, p.48). 
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As the above examples indicate, writing in Communicative Language Teaching 
is considered a means of communication. Writing is meant to realise language 
functions such as suggesting, giving instructions, asking for permission, giving 
permission, giving information, and so on. In a nutshell, writing is taught for 
the sake of writing, and for the sake of communication. 
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CHAPTER III 
 
 
Current Issues in English Writing Instruction 
for Japanese EFL Learners 
 
3.1  Three Periods in English Language Education in Japan 
The history of English language education in Japan can be divided into 
three periods (cf. Takanashi & Omura, 1975; Matsumura, 1994; Imura, 2003). 
     The first period of English language education in Japan starts from the 
Incident of His Majesty’s Ship Phaeton to the Meiji Restoration. English 
language education in those days was administered to a small number of 
learners who were elite bureaucrats as part of the national defense and 
diplomatic policy of Japan. (1) 
     The second period of English language education in Japan starts from the 
beginning of Meiji era to the end of World War II. English language education 
in those days was administered not only to elite bureaucrats but also to 
learners studying in the public educational system. However, learners in the 
public educational system in this period were not ordinary learners like today’s 
learners but children of a small number of elite wealthy families who could 
afford to send their children to schools even after primary education. Those 
learners were usually interested in continuing their education at schools at 
higher levels which required applicants to pass entrance examinations. This 
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means that English language education at this period changed its purpose from 
endorsing the national defense and diplomatic policy to securing the success in 
entrance examination so that learners could move onto secondary schools and 
universities. In Showa, Japan inclined toward the fascism and its militarism 
became stronger and stronger. English language education was criticised 
because English was thought to be the enemy language and was removed from 
schools in Japan (Matsumura, 1994). However, English language education did 
not disappear completely but was continued in a few schools. Even new English 
textbooks were published in this period.(2) 
     The third period of English language education in Japan starts from the 
end of World War II to the present. English language education has come to be 
administered to the whole nation for the first time under the new school 
system. Taking this fact into consideration, we will focus our attention on this 
period (i.e., the third period) in the next section, and see how English language 
education has evolved in this period, referring to the Courses of Study of 
foreign language education which have been changed several times since 1947. 
 
3.2  English Writing Instruction in the Course of Study in Japan 
     In the previous section, the history of English language education in 
Japan from the nineteenth century to the present was briefly sketched, 
dividing it into three stages. Taking into consideration the fact that English 
language education for the whole nation was started only after World War II, in 
this section we will focus on the changes of foreign language education in 
Japan after World War II, referring to the changes in the Course of Study.  
     As Table 3.1 below maps out, the Course of Study in Japan after World 
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War II has been changed eight times since 1947. This table also shows the 
changes of subjects in foreign language education. 
 
Table 3.1. The Course of Study for Upper Secondary School after WW II
year
Showa /
Heisei
Subjects
1947 22 English
1951 26 Foreign Language
1955 30
First Foreign Language (English/German/ French),
Second Foreign Language (English/German/ French)
1960 35 Engish A/B, German, French, Other foreign languages
1970 45
English A/B, Beginner English, English Conversation, German, French,
Other foreign languages
1978 53 English I, English IIA / IIB / IIC, German, French
1989 1 English I, English II, Oral Communication A / B / C, German, French
1999 11
Oral Communication I / II, English I / II, Reading, Writing, Other foreign
languages
2009 21
Basic Communication English, Communication English I / II / III,
English Expression I / II, English Conversation, Other foreign languages
 
 
Three points can be said about the changes in the subjects of foreign language 
education summarised in Table 3.1. Firstly, German and French were treated 
almost as equally as English as a foreign language in earlier days. As time 
passed, the status of German and French as a foreign language became weaker 
in the Course of Study and finally both languages came to be subsumed into 
Other foreign languages. In other words, English has come to be more 
emphasised in foreign language education.  
Secondly, focusing on English as a subject, the subject of English 
language education has been ramified into different sub-subjects. In the past, 
all the four skills (listening, speaking, reading and writing) used to be taught 
in the subject called English. In the 1999 version, new subjects were added 
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which were focused on teaching reading and writing respectively. In the latest 
2009 version, mainly speaking and writing are to be taught in the subjects of 
English Expression I and English Expression II. The newest change reflects 
the increased importance put on the output from learners in English language 
education. 
Thirdly, although skill-oriented lessons were demanded soon after the 
World War II, communication-oriented lessons are demanded in today ’s 
English language education. This is reflected in the changes of the name of the 
subjects: the term of communication has been used in the subjects since 1989.  
This changes mean that the subjects must been changed in response to what 
the society demands of English language education at school, which has also 
changed as the result of the change in communication mode in society 
mentioned in Chapter II. 
     Next, we will focus on the changes of the objectives in foreign language 
education for upper secondary school as shown below:(3) 
 
1947: (1) To form habits to think in English  
(2) To learn how to listen and speak in English  
(3) To learn how to read and write in English  
(4) To know about people who speak English 
 
1951: Through learning activities useful for learning how to listen, speak, 
read and write 
         (1) To develop skills in English 
         (2) To deepen knowledge of English 
         (3) To foster knowledge of and a favourable attitude to understand 
         people who speak English and their ways of life and customs 
 
1955: (1) To develop skills of listening, speaking, reading and writing in 
foreign language 
(2) To understand people who use the language through the 
developing the skills 
(3) To grow the positive attitude 
 
1960: (1) To develop abilities of listening and speaking, being familiar with 
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the sound of foreign language 
(2) To develop skills of reading and writing, being familiar with basic 
language usage 
(3) To understand people who use the foreign languages  
 
1970: (1) To develop abilities to comprehend a foreign language and express 
themselves in foreign language 
(2) To deepen awareness of language and build the foundation for 
international understanding 
(3) To help to become familiar with sounds, letters and basic usage of 
a foreign language and develop skills of listening, speaking, reading 
and writing 
   (4) To understand ways of life and views of people in foreign countries  
 
1978: (1) To develop abilities to comprehend a foreign language and express 
themselves in a foreign language 
(2) To promote interest in language 
(3) To understand ways of life and views of people in foreign countries 
 
1989: (1) To develop abilities to comprehend a foreign language and express 
themselves in a foreign language 
(2) To foster a positive attitude to communicate in a foreign language 
(3) To promote their interest in foreign languages and cultures and  
deepen international understanding 
 
1999: Through foreign languages  
      (1) to deepen understanding of language and culture  
(2) To foster a positive attitude toward communication 
(3) to develop practical communication abilities such as 
 comprehending and conveying information and ideas 
 
2009: Through foreign languages 
         (1) To deepen their understanding of language and culture 
         (2) To foster a positive attitude toward communication 
         (3) To develop students ’ practical communication abilities such as 
         accurately understanding and appropriately conveying information,  
 ideas, etc. 
 
Three points can be mentioned about the changes in the objectives of 
foreign language education. Firstly, the framework of the objectives did not 
change in the first several revisions, consisting of basic three objectives－
language, culture and skills. Later in the 1989 revision, the new objective was 
added, namely fostering a positive attitude to communication. It can be said 
that English language education has come to be conceived more as the 
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whole-person education. 
Secondly, the order of the objects has been changed. In the first seven 
versions of the Course of Study (1947-1989), acquiring skills in a foreign 
language was listed before promoting understanding of language and culture. 
However, starting from the eighth version (1999), this order was reversed, 
namely promoting understanding of language and culture came to be listed 
before acquiring skills in a foreign language. This shows the changes of 
emphasis within foreign language education. 
Thirdly, most importantly the changes in the objectives listed above 
reflect the change in the nature of English language education, that is, the 
change from knowledge-oriented education to skill-oriented education and then 
to communication-oriented education. It can be said that foreign language 
learning used to be conceived as individual learning, but it has come to be  
conceived as learning oriented toward communication with others. This change 
clearly reflects the methodological shifts in second/foreign language education 
mentioned in the first section of this chapter. The change in the framework of 
objectives－addition of promoting a positive attitude toward communication－
and the change in the order of specific objectives are also closely related with 
this third point. 
The changes in the objectives of foreign language education are naturally 
reflected in the objectives of writing instruction in the Course of Study. The 
following is a list of objectives of writing instruction at upper secondary school 
stipulated in the Courses of Study issued after World War II. 
 
1947: (1) To combine composition and grammar 
(2) To enable to write creative composition as a final task 
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1951: To enable students to express themselves in oral and written English 
in case of necessity 
 
   1955: (1) To familiarise students with capitalisation, punctuation, 
      syllabication, margining and other forms of writing 
         (2) To teach how to write through dictation, written composition,  
         translation, diaries and letters 
         (3) To teach how to write through writing, answers to oral questions, 
summaries, précises and free compositions 
 
1960: To develop reading and writing abilities, helping students to get used 
to English basic usage 
 
   1970: To develop basic reading and writing abilities, helping students to get 
used to English letters and basic usage 
    
1978: (1) To further develop basic abilities to write sentences in English in 
order to convey outlines and essential points 
         (2) To foster a positive attitude to express in English 
 
1989: (1) To further develop ability to write ideas accurately 
(2) To foster an attitude to express in English 
 
1999: (1) To further develop ability to write information and ideas in 
English, according to situations and purposes 
(2) To foster an attitude to express in English, utilising this ability  
 
2009: (1) To develop students ’ abilities to evaluate facts, opinions, etc. from 
multiple perspective. 
(2) To develop students ’ abilities to communicate through reasoning 
and range of expression. 
(3) To foster a positive attitude toward communication through the  
English language (4) 
 
     As the changes in the objectives of writing instruction mentioned above 
indicate, English writing instruction at upper secondary school in Japan can be 
said to have shifted from form-focused instruction to communication-focused 
instruction, or in other words, from teaching writing for language to teaching 
writing for communication. In the past, basic mechanics of writing such as 
capitalisation, punctuation, syllabication and margining used be emphasised 
in writing instruction. Today, conveying information and ideas accurately is 
emphasised for the sake of communication. As a part of this change, developing 
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a positive attitude toward communication has come to be emphasised.  
In this way, both in the objectives of foreign language education and in 
the objectives of writing instruction, it can be said that communication- 
centeredness has become a paradigm for English language education and 
English writing instruction at upper secondary school in Japan. 
 
3.3  Realities Surrounding Japanese EFL Learners in English Writing 
     As is shown in Table 3.1 which describes the changes in the Courses of 
Study at upper secondary school after World War II, major changes have taken 
place in the latest 2009 version of the Course of Study. The former six subjects 
of English (Oral Communication I, Oral Communication II, English I, English 
II, Reading and Writing) have been restructured into the seven subjects (Basic 
English Communication, English Communication I, English Communication II, 
English Communication III, English Expression I, English Expression II and 
English Conversation). The subjects of Oral Communication I, Oral 
Communication II and Writing have been integrated into the subjects of 
English Expression I and English Expression II. This means that writing 
should be taught, been integrated with speaking, and that the aspect of writing 
as communication is much more emphasised than in the previous version of the 
Course of Study. This increased emphasis on communication is realised in the 
objectives of English Expression I and English Expression II as follow: 
 
Objective of English Expression I 
To develop students ’ abilities to evaluate facts, opinions, etc. from 
multiple perspectives and communicate through reasoning and a range of 
expression, while fostering a positive attitude toward communication 
through the English language. 
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     Objective of English Expression II 
To further develop students ’ abilities to evaluate facts, opinions, etc. from 
multiple perspectives and communicate through reasoning and a range of 
expression, while fostering a positive attitude toward communication 
through the English language. 
 
Thus, the latest Course of Study presents very idealistic objectives for writing 
at upper secondary school. From now on English teachers at upper secondary 
school are expected to carry out English writing instruction to achieve these 
idealistic objectives. In order to make this instruction as effective as possible, 
English teachers are encouraged to grasp their pupils ’ current writing abilities. 
What are English writing abilities possessed by today ’s Japanese EFL learners 
like? Here it is worth quoting the research conducted by the present researcher 
in order to investigate English writing abilities of current Japanese EFL 
learners at upper secondary school.  
     This research was aimed at analysing free English compositions written 
by upper secondary school pupils. It was conducted in May 2006. The 
participants in this research were 44 10 th graders learning at a public upper 
secondary school in Tokushima Prefecture. The English teacher who was in 
charge of the class of the participants asked them to write a free English 
composition as part of her regular writing lesson. In this free composition, the 
participants were asked to write what they thought by looking at the picture of 
a one-hundred-yen coin printed on the answer sheet in five minutes. They were 
allowed to use a dictionary. The free compositions written by the participants 
were analysed by the present researcher in terms of the number of words and 
sentences as a whole group, in terms of the number of words and sentences per 
composition, and in terms of the number of words per sentence. Table 3.2 below, 
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which summarises the results of the analysis, gives rise to the following 
observations:  
(1) The participants produced 1,009 words and 148 sentences as a whole group 
in five minutes.  
(2) The participants produced 23.00 words and 3.36 sentences per person (per 
composition) on average. 
(3) The participants produced 6.82 words per sentence on average.  
 
Table 3.2. Results of Analysis English Compositions (n=44)
Number of sentences as a whole
Number of sentences per composition
1009
148
Items
23.00
6.82
3.36
Number of words per composition
Number of words per sentence
Number of words as a whole 
 
 
These findings indicate that it took the participants more than one minute to 
produce one sentence, and that the number of words per sentence is quite 
limited. This is in sharp contrast with the findings obtained from the research 
conducted by the present researcher, using the similar research design (Ito & 
Fukushima, 2008). Finnish primary school pupils (n=58) were asked to write 
free English compositions looking at the picture of a one-Euro coin. They 
produced 28.20 words and 4.62 sentences per person (per composition), and 
6.10 words per sentence (cf. 23.00, 3.36, and 6.82 by Japanese upper secondary 
school pupils respectively). In short, the quantity (fluency) of English writing 
by Japanese upper secondary school pupils tends to be quite limited.  
     Furthermore, a careful analysis of the sentences written by the Japanese 
participants disclosed that numeral grammatical mistakes were included in 
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the compositions. Above all, the compositions contained a large number of such 
ungrammatical sentences as follows: 
*One hundred coin can buy juice. 
*One hundred coin buy at the one hundred coin shop.  
It is clear that these ungrammatical sentences were produced because the 
participants decided to use a one-hundred-yen coin as the grammatical subject 
and added relevant information about a one-hundred-yen coin without 
considering the structure of a whole sentence. These errors are different in 
nature from such minor or local errors as misuses of articles and prepositions. 
They should be considered as global errors which may hamper successful 
communication. In any case, we can hardly detect pupils ’ efforts to 
“communicate through reasoning and range of expression” (MEXT, 2009, p.30) 
in their free compositions. 
Thus, the research by the present researcher (Ito & Fukushima, 2008) 
has disclosed that English writing by Japanese upper secondary school pupils 
has a great deal to improve not only in quantity (fluency) but also in quality 
(accuracy). This unfavorable situation surrounding free English composition by 
Japanese upper secondary school pupils is shared by researchers who are 
involved in teaching writing in other countries. Rao (2007, p.100), for example, 
comments on the problem Chinese university students are having in English 
writing as follows: 
 
Many students complain that they lack ideas and cannot think of 
anything interesting or significant enough to write.   
 
Similarly, Gebhard (2006, p.225), who is working in the context of EFL/ESL 
teaching in the United States, comments on ”I Can’t Write English” Problem as 
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follows: 
 
When students believe they cannot write, or have a defeatist attitude 
toward writing, they disengage themselves from the writing process.  
 
Such unfavorable attitudes toward English writing can be said to be prevailing 
among Japanese upper secondary school pupils whose English writing abilities 
should be improved both in quantity and quality. 
     On the other hand, the Course of Study emphasises among its objectives 
of English language education fostering a positive attitude toward 
communication and developing communication abilities such as accurately 
understanding and appropriately conveying information, ideas, etc. 
Considering the level of English writing abilities of upper secondary school 
pupils detected by the present researcher ’s study, it is clear that the objectives 
listed in the Course of Study are very idealistic goals in English writing for 
Japanese upper secondary school pupils. It must be admitted that there exists 
a wide gap between the idealistic objectives stipulated in the Course of Study 
and English writing abilities of current upper secondary school pupils. In order 
to achieve the objectives stipulated in the Course of Study, more careful 
writing instruction is needed which will help pupils to improve their writing 
ability both in quantity and quality. The present dissertation proposes 
Interactive Writing Instruction which involves top-down instruction to improve 
the quantity of English writing and bottom-up-instruction to improve the 
quality of English writing. The theoretical background of this Interactive 
Writing Instruction will be given in Chapter IV. 
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CHAPTER IV  
 
 
Proposing Interactive Writing Instruction 
for Japanese EFL Learners 
 
4.1  Defining Successful L2 Writing 
     The L2 writing model to be shown in this chapter has been derived from 
two L2 skill models. One of them is Grabe (1988)’s model of interactive parallel 
processing of L2 reading and the other is Raimes (1983) ’s componential model 
of L2 writing. 
     Firstly, Grabe’s model (1988, p.59), named simplified interactive 
paralleled processing, is presented in Figure 4.1. There is “no single 
interactive model” to follow, as Grabe mentions (1988, p.60). There are several 
different interpretations of interaction in reading. The most famous 
interpretation refers to the interaction between texts and readers (Carrell & 
Eisterhold, 1983; Papalia, 1987). Grabe’s interactive model of L2 reading 
assumes that component skills at all levels are interactively available to an L2 
reader to process and interpret a text.  
     On the left are various processing levels for reading skills; on the right is 
the process of reading. Models of this type are often referred to as Interactive 
Parallel Processing models because the processing is distributed over a range 
of parallel systems simultaneously (Waltz & Pollack, 1985).  
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graphic features
letters
words
phrases
sentences
local cohesion
paragraph structuring
topic of discourse
inferecing
world knowledge
READING
Figure. 4.1.  A simplified Intereactive Parallel Processing sketch (Grabe, 1985, p.59)  
 
In their simplest form such models incorporate both top-down and bottom-up 
reading strategies. Such interactive models of reading have replaced top-down 
models of L2 reading which were based upon Goodman (1967)’s definition of 
reading as a guessing game as follows (pp.126-127): 
 
        In place of this misconception, I offer this: “Reading is a selective 
process. It involves partial use of available minimal language cues 
selected from perceptual input on the basis of the reader ’s expectation. As 
this partial information is processed, tentative decisions are made to be 
confirmed, rejected or refined as reading progresses.” 
        More simply stated, reading is a psycholinguistic guessing game. It 
involves as interaction between thought and language. Efficient reading 
does not result from precise perception and identification of all elements, 
but from skill in selecting the fewest, most productive cues necessary to 
produce guesses which are right the first time. The ability to anticipates 
that which has not been seen, of course, is vital in reading, just as the 
ability to anticipate what has not yet been heard is vital in listening.  
 
Weber (1984) noted that the top-down perspective exemplified in Goodman ’s 
definition of reading above failed to accommodate empirical evidence 
emphasizing the importance of basic bottom-up skills adequately. He argued 
that Goodman put overreliance on content-bound processing in reading 
because his Reading Guessing Game theory was based upon the reading 
process of a native speaker who had automatised the lower-level skills such as 
vocabulary, grammar or syntax of the language. An L2 learner requires the 
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bottom-up processing of such lower-level skills. According to Grabe’s reading 
model, successful L2 reading requires the activation of skills at all  levels; it 
requires top-down, higher-level processing and bottom-up, lower-level 
processing simultaneously. In short, Grabe’s model refers to the interaction 
between top-down processing and bottom-up processing. 
     Secondly, Raimes (1983)’s model, named “componential model of L2 
writing,” is presented in Figure 4.2. 
 
SYNTAX CONTENT
sentence structure, relevance, clearity,
sentence boundaries, originality,
stylistic choices, etc. logic, etc.
GRAMMAR THE WRITER'S PROCESS
rules for verbs, getting ideas,
agreement, articles, gettingstarted,
pronouns, etc. writing drafts,
revising
MECHANICS AUDIENCE
handwriting, the reader/s
spelling,
punctuation, etc. PURPOSE
the reason for writing
ORGANIZATION
paragraphs, WORD CHOICE
topic and support, vocabulary,
cohesion and unity idiom, tone
Figure. 4.2 . Producing a Piece of Writing (Raimes, 1983)
Clear, fluent, 
and effective 
communication
of ideas
 
 
According to Raimes (1983), the diagram describes what writers have to deal 
with as they produce a piece of writing. In order to carry out clear, fluent, and 
effective communication of ideas, writers have to deal with nine factors; 
MECHANICS, WORD CHOICE, GRAMMAR, SYNTAX, ORGANIZATION, 
CONTENT, THE WRITER’S PROCESS, AUDIENCE and PURPOSE. These 
nine factors have sub-factors which specify the function of each factor more in 
detail. This figure is fairy comprehensive, including factors for lower-level 
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processing and for higher-level processing. However, it does not describe how 
these factors are related with each other. This figure simply shows that each 
factor seems to contribute to the goal of writing individually. 
     The first model by Grabe (1988) describes the interaction between 
top-down processing and bottom-up process; however, it is shown as one of 
interactive reading models. On the other hand, the second model by Raimes 
(1983) describes factors writers need as they produce some writings; however, 
it does not specify the relationships among the nine factors as Grabe’s model 
does. 
     In the present research, these two models, Grabe’s and Raimes ’s are 
integrated into a fundamental model of the study, the interactive writing 
model, which is presented in Figure 4.3 below. 
 
TOP-DOWN
PURPOSE
AUDIENCE
THE WRITER'S PROCESS
CONTENT 
ORGANIZATION
SYNTAX
GRAMMAR
WORD CHOICE
MECHANICS
BOTTOM-UP
WRITING
Figure. 4.3.  Intereactive Model of Successful L2 Writing
 
The paralleled figure in Grabe’s interactive reading model is adopted in 
this interactive model, and writing factors in Raimes’ diagram are adopted as 
the components for successful L2 writing. The componential writing factors in 
the model are sequentially placed in terms of the level (lower and higher) of 
processing. 
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As the model shows, in order to succeed in L2 writing, writers need to 
depend on the interaction between top-don processing and bottom-up 
processing. The upper five factors (PURPOSE, AUDIENCE, THE WRITER ’S 
PROCESS, CONTENTS and ORGANIZATION) are interpreted as components 
for top-down processing while the lower four factors (MECHANICS, WORD 
CHOICE, GRAMMAR and SYNTAX) are interpreted as components for 
bottom-up processing. As Grabe (1988) admits, exactly how these components 
interact with each other is a question for future research. However, it is clear 
that L2 writers need to cope with the simultaneous interaction between 
top-down processing and bottom-up processing. 
 
4.2  Defining Interactive Writing Instruction 
As Figure 4.3 in the preceding section implies, successful L2 writing 
requires the interaction between top-down processing and bottom-up 
processing. That indicates that L2 writing instruction also requires both 
top-down instruction and bottom-up instruction. On the basis of this theorising, 
Interactive Writing Instruction in this dissertation is defined as L2 writing 
instruction which involves both top-down instruction and bottom-up 
instruction. The writings produced by upper secondary school pupils 
(Fukushima, 2008) showed the strong demand for writing instruction which 
covers not only top-down instruction but also bottom-up instruction because 
there were a lot of grammatical errors in their compositions which were also 
limited in volume.  
In the present study, top-down instruction means meaning-focused 
instruction which supports higher-level L2 writing skills and thus facilitates 
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learners’ fluency in writing. On the other hand, bottom-up instruction means 
form-focused instruction which supports lower-level L2 writing skills and thus 
facilitates learners’ accuracy in writing. Moreover, concept mapping is featured 
as a strategy of top-down instruction while keyword-based composition 
supported by Inter Japanese is adopted as a strategy of bottom-up instruction.     
Figure 4.4 below maps out the framework of Interactive Writing 
Instruction proposed in this study. Writing instruction for Japanese EFL 
learners is divided into two types of instruction. One is meaning-focused, 
fluency-oriented writing instruction which enriches contents of writing while 
the other is form-focused, accuracy-oriented writing instruction which 
increases grammaticality of writing. 
 
increasing grammaticality
form-focused 
Figure 4.4.  Framework of Interactive Writing Instruction
Writing Instruction
for Japanese EFL
learners
Interactive
Writing
Instruction
meaning forcused
enriching contents
top-down instruction
(concept maping)
(keyword-based
composition)
bottom-up instruction
fluency 
accuracy 
 
 
As is mentioned in the historical sketch of English language education in 
Japan in Chapter III, L2 writing instruction in the earlier days in Japan was 
form-focused and aimed to increase the accuracy of writing to be produced by 
L2 learners. As Communicative Language Teaching spread, form-focused 
writing instruction was gradually replaced by meaning-focused writing 
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instruction. However, Interactive Writing Instruction proposed in this 
dissertation tries to swing the pendulum again and bring form-focused writing 
instruction back into the current meaning-focused writing instruction. It tries 
to realise the good balances between top-down instruction and bottom-up 
instruction in the actual classroom instruction for Japanese upper secondary 
school pupils. 
 
4.3  Strategies of Interactive Writing Instruction 
4.3.1  Concept mapping as a strategy of top-down instruction 
In this dissertation, concept mapping is adopted as a strategy of top-down 
instruction for Japanese upper secondary school pupils. Concept mapping and 
concept maps are referred to by other different terms: semantic mapping, 
(semantic) webbing, mind mapping, graphic organizer, visual organizer, and so 
on.  
Concept mapping was first developed by J. Novak as a meaningful 
learning strategy, although he used the term semantic mapping (Novak & 
Canas, 2008). Since then, this strategy has been used in various subjects and 
fields and various levels of schooling (Novak, 1998; Tsukada, 2001). This may 
be the reason that there are several terms which stands for the same strategy 
as mentioned above.  
Concept mapping has been defined in many various ways under different 
names. For example, Chularut & DeBacker (2004, p.249) defines concept 
mapping as “a tool for representing the interrelationships among concepts in 
an integrated, hierarchical manner.” Tsukada (2001, p.153) defines semantic 
mapping as “a method to represent knowledge through a network composed of 
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keywords related to given topics.” According to Novak & Gowin (1984, p.15), 
concept maps are “intended to represent meaningful relationships between 
concepts in the form of propositions .” Kang (2004, p.58) defines visual 
organisers as “spatial representations or visual displays of the conceptual 
framework, or key elements of the subject matter in a given area.” Bromley, 
Devitis & Modlo (1999, p.6) defines graphic organizer as “a visual 
representation of knowledge that structures information by arranging 
important aspects of a concept or topic into a pattern using labels.” Chiou 
(2008, p.376) defines a concept map as “a graphic structure containing nodes 
that are interlinked by labeled, directed arcs.” Sato (1996, p.89) defines a 
concept map as “schematic representation of sub-concepts which comprise 
main concepts to be taught in school subjects in a meaningful way sensitive to 
each school subject.” Based on these definitions, concept mapping is defined in 
this study as an attempt to represent schematically the relationship of ideas or 
information, and concept maps are defined as schematic representation of the 
relationships. 
     As far as the way of concept mapping is concerned, a variety of ways to 
represent the relationships of concepts has been proposed by various 
researchers. For example, Kang (2004, p.67) shows the following twelve 
different ways for concept mapping. In this dissertation, the network tree type 
in the below figure was adopted (in Research I, IV and V) and utilised for the 
experiments to be described later. 
     In this dissertation, the network tree type in the figure presented in the 
next page was adopted and utilized for the experiments to be described later. 
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Why has concept mapping been utilised widely in education, especially in 
second and foreign language education? Hanf (1971) argues that “map making, 
an exercise in critical thinking, demands the student ’s insightful judgments 
and discriminate decisions about the material” in his study on reading 
instruction. Similarly, Chularut & DeBacker (2004) suggest in their study on 
learners’ motivation in L2 leaning that the use of concept maps may help 
students to understand not only the ideas in the passage, but the relationships 
among those ideas, leading to a more complete understanding of the passage. 
From the view point of L2 writing instruction, Schultz (1991) suggests that 
concept mapping helps students to see writing not as end-product language 
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support activity but rather as an essential form of communication in and of 
itself. According to Kang (2004, p.60), using visual organizers can help 
students to: 
 allow users to develop a holistic understanding that words cannot 
convey 
 provide users with tools to make thought and organization processes 
visible 
 clarify complex concepts into a simple, meaningful, display 
 assist users in processing and restructuring ideas and information 
 promote recall and retention of learning through synthesis and 
analysis. 
 
She further suggests that “students empowered with this skill can learn more 
effectively and independently if they know how to employ visual organizers to 
benefit their own learning” (Kang, 2004, p.66). 
Taking these studies into consideration, the following advantages of 
using concept mapping are suggested in this study as follows: 
1) Concept mapping is concrete and visual (a user can focus on easily). 
2) Concept mapping integrates new information and old information that 
have been given before. 
3) Concept mapping is effective for increasing learners’ motivations and 
notices. 
4) When learners can create a concept map, meaningful learning is 
promoted. 
5) Concept mapping promotes learners to share their thoughts  with 
others. 
6) Concept mapping promotes learners to review their ideas or 
information. 
7) Concept mapping becomes one of tools for instruction and evaluation in  
classes. 
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8) Concept mapping is helpful for students in special education programs.  
Concept mapping is not foreign to school education in Japan. Concept 
mapping has been used in several textbooks for primary and secondary school 
pupils in Japan. The following is taken from a textbook for lower secondary 
school pupils Japanese Language (Kokugo) I published by Mitsumura Tosho 
publishing company:  
 
 
 
Concept maps also appear in English textbooks for lower and upper secondary 
school pupils in Japan. The following is taken from a textbook for upper 
secondary school pupils (English Expression II) published by Kyoiku Shuppan.  
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In this dissertation, concept mapping is adopted as a strategy of top-down 
instruction within Interactive Writing Instruction. This was motivated by the 
findings of the previous research (cf. Chapter III) which analised free English 
compositions by upper secondary school pupils in Japan (Ito & Fukushima, 
2008). The study disclosed that there were many pupils who wrote only a few 
sentences which were neither cohesive nor coherent and even some pupils who 
could not think of anything to write about. In order to decrease the difficulties 
in writing experienced by upper secondary school pupils, concept mapping has 
been adopted since it is considered that concept mapping can help pupils to 
elicit concepts in their mind and relate those concepts with each other fairly 
easily, although there are other writing strategies of top-down instruction as 
paragraph writing or genre instruction and so on. 
 
4.3.2  Keyword-based composition supported by Inter Japanese as a strategy   
       of bottom-up instruction 
The writing instruction utilising concept mapping as a top-down 
instruction for upper secondary EFL learners (to be reported in Chapter V) has 
resulted in improving significantly the quantity (volume) of their English 
compositions while it has resulted in producing a lot of grammatical errors in 
their compositions at the same time. Although concept map helped upper 
secondary school pupils to see the relationships among sub-concepts expressed 
by keywords, it was found that it was so difficult for pupils to produce proper 
English sentences only with reference to the keywords in their maps when they 
make English compositions. This is the reason why keyword-based composition 
supported by Inter Japanese was adopted as a strategy of bottom-up 
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instruction for Japanese EFL learners in this study. Many of the 
ungrammatical errors made by pupils turned out to have been caused by the 
differences between English and Japanese. 
     One of the critical differences between Japanese and English is the 
syntactical difference. Above all, the selection of a grammatical subject seems 
to be the key for whether pupils can produce a grammatical English sentence 
or an ungrammatical English sentence, according to the results of the previous 
study (Ito & Fukushima, 2008). In that study, Japanese EFL upper secondary 
school pupils produced ungrammatical English sentences as follows.  
     *One hundred yen coin can buy juice.  
     *One hundred yen coin uses vending machine. 
The language structures of English and Japanese are fundamentally different 
from each other. According to Li & Thompson (1976), Schachter & Rutherford 
(1979) and Rutherford (1987), English is a subject-predicate language while 
Japanese is a topic-comment language. Similarly, Mori (1980) proclaims that 
English is a subject prominent language while Japanese is a topic prominent 
language. Mikami (1960), who is the pioneer of the theory which denies the 
existence of a grammatical subject in the Japanese language, argues that 
Japanese does not have the function of grammatical subjects and that the 
subject-predicate framework is characteristic of European languages. Kanaya 
(2002) agrees with this argument by Mikami (1960) and claims that the 
concept of grammatical subject does not exist in Japanese. (1) 
      It can be said that the ungrammatical sentences shown above (*One 
hundred yen coin can buy juice; *One hundred yen coin uses vending machine) 
may have been produced by Japanese EFL learners because they selected the 
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topics of Japanese sentences in their minds as the grammatical subjects in 
English sentences. Those EFL learners could not move smoothly from the topic 
prominent framework of the Japanese language to the subject prominent 
framework of the English language in their composition. From the viewpoint of 
error analysis, these errors can be said to be natural consequences within the 
process of English language learning by Japanese EFL learners. If those 
Japanese EFL learners at upper secondary school had activated their 
grammatical monitor (Krashen, 1982) on their writings, they could have 
noticed their grammatical errors or mistakes in their English sentences, 
selected the new grammatical subjects and modified their English sentences 
accordingly. For instance, if Japanese EFL learners want to convert “Hyakuen 
wa juice ga kaeru” into English, they have two options in the selection of a 
grammatical subject in order to produce a grammatical English sentence. One 
option is to select “we” as a subject and produce “can buy juice with a one 
hundred coin” as a predicate for the target English sentence. The other is to 
select “One hundred coin” as a subject and produce “enables me to buy juice” as 
a predicate for the target English sentence. Therefore, EFL learners whose 
first language is a topic prominent language need to be more careful than 
learners whose first language is a subject prominent language when they try to 
produce English sentences because of the interference of their first language 
(Ringbom, 1987; Kobayashi & Rinnert, 1992; Jin, 1994; Jung, 2004; Huang, 
2009). Several studies report the same results; EFL learners have difficulties 
in producing grammatical sentences in English due to the interference of their 
first language. Sasaki (1990), for example, demonstrates that Japanese EFL 
learners will move from their novice stage in which they produce topic 
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prominent English (English effected by the Japanese language structure) into 
the middle stage in which they produce subject prominent English. 
If we accept the argument that Japanese EFL learners tend to adopt 
topics of Japanese sentences as grammatical subjects of English sentences, it 
can be said that Japanese EFL learners need to notice the difference in 
language structure between Japanese and English more clearly. 
Understanding the difference between two language structures may lead them 
to realise that converting Japanese words into English words literally is not 
enough to translate a Japanese sentence into an English sentence. The 
appropriate selection of a grammatical subject in an English sentence will 
reduce the number of predicate candidates and lead EFL learners to produce a 
grammatical English sentence with greater ease. 
In order to decrease learners ’ difficulties in producing English sentences 
and increase the grammaticality of English sentences to be produced by 
pre-intermediate EFL learners such as Japanese upper secondary school pupils, 
Inter Japanese (Chukan Nihongo) is adopted in this study. Inter Japanese was 
developed by Nakatsu (1983) as a device to improve English speeches by 
Japanese EFL learners. Inter Japanese is defined as “Japanese which is 
slightly modified so that it clearly represents a subject-predicate pattern of a 
target foreign language” (Nakatsu, 1983, p.179). According to Araki (1994), 
when Japanese people try to express their ideas into English, they need to 
refer to “the connecting device” between Japanese and English in order to 
transfer their ideas into English correctly. Sanmori (2003) also argues that 
Inter Japanese can work effectively as the connecting device between Japanese 
and English for Japanese EFL learners. Of course, there are other options to 
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signalise differences in language structure between Japanese and English for 
Japanese EFL learners. Inter Japanese should be one of the effective devices 
which will help Japanese upper secondary school pupils to produce more 
grammatical English sentences. 
 
4.3.3  Integrating top-down instruction and bottom-up instruction 
     Interactive Writing Instruction requires both top-down instruction and 
bottom-up instruction. Depending on the way top-down instruction and 
bottom-up instruction are utilised, we have four variations in L2 writing 
instruction as Figure 4.5 shows below: 
 
TOP-DOWN BOTTOM-UP
theme for
writing
concept
mapping
translating
from L1
 to L2
outcome
1. Top-down
writing instruction
2. Bottom-up
writing instruction
theme for
writing
translating
from L1
 to L2
outcome
theme for
writing
concept mapping / keyword-
based composition
outcome
Figure4.5.  Variation in L2 writing instruction
TREATMENT
3. Interactive
writing instruction
without integration
4. Interactive
writing instruction
with integration
theme for
writing
concept
mapping
outcome
 
 
The first design of L2 writing instruction is top-down instruction. This is 
focused on meaning and aims at enriching the contents of writing and 
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increasing the fluency of writing. Concept mapping, for example, is 
characterised as top-down instruction.  
The second design of writing instruction is bottom up instruction. This is 
focused on form and aims at increasing the grammaticality and accuracy of 
writing. Translating from L1 into L2, for example, is characterised as 
bottom-up instruction. 
The third design of writing instruction is Interactive Writing Instruction 
without integration. This is focused on both meaning and form and aims at 
enriching the contents of writing and increasing the grammaticality of writing 
respectively. Concept mapping about a certain theme, for example, is featured 
as top-down instruction, and translating activity whose theme has no relation 
to the theme in concept mapping is often featured as bottom-up instruction. 
Finally, the fourth design of writing instruction is Interact ive Writing 
Instruction with integration. This is focused on both meaning and form and 
aims at enriching contents of writing and increasing grammaticality of writing 
simultaneously. Concept mapping of a certain theme, for example, is featured 
as top-down instruction, and translating activity which keeps the same writing 
theme as used in concept mapping is featured as bottom-up instruction. 
The present study adopts the fourth design of writing instruction on the 
basis of the following hypotheses: 
(1) Concept mapping as top-down instruction will lead to the increase in the 
quantity of English compositions to be produced by Japanese EFL learners 
at upper secondary school. 
(2) Keyword-based composition supported by Inter Japanese will lead to the 
improvement in the quality of English compositions to be produced by 
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Japanese EFL learners at upper secondary school.  
(3) A theme which is the target for concept mapping as top-down instruction 
should be utilised in keyword-based composition supported by Inter 
Japanese as bottom-up instruction. By maintaining this functional 
correlation or linkage of top-down instruction and bottom-up instruction in 
each writing activity, Japanese EFL learners will be able to produce more 
grammatical English sentences on the theme for which they want to write 
English compositions.  
(4) Through receiving Interactive Writing Instruction, Japanese EFL 
learners will be able to increase their motivation for English writing.  
In order to verify these four hypotheses, a series of experiments have been 
conducted. These experiments are to be reported in the following chapters. 
 
49 
 
 
 
CHAPTER V   
 
 
Research I 
Verifying the Effectiveness of Concept Mapping as a Strategy 
of Top-down Instruction for Japanese EFL Learners 
 
5.1 Purpose 
     The purpose of the experiment is to verify the effectiveness of concept 
mapping as a strategy of the top-down instruction in English writing for 
Japanese EFL learners. More specifically, the experiment will try to verify the 
following three hypotheses: Concept mapping instruction will be able to help 
Japanese EFL learners to 
   (1) obtain ideas to write about with more ease,  
   (2) increase the quantity of writing (i.e. the number of words and  
      sentences), and 
   (3) improve the quality of writing (i.e. cohesion and coherence of  
      compositions). 
 
5.2 Participants 
     The participants of the experiment were 81 grade 11 pupils at an upper 
secondary school in Tokushima Prefecture. Although they belonged to two 
separated classes, these 81 pupils were treated as a single cohort of 
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participants for the experiment who received the same experimental 
treatment. 
 
5.3 Framework 
     The experiment consists of (1) a pre-test (free composition), (2) a 
treatment (concept mapping instruction), (3) a post-test (the condition was the 
same as that of the pre-test), and (4) a questionnaire. The experiment lasted 
approximately for one and a half months during the first academic term in 
2007.  
 
5.3.1 Pre-test (free composition) 
     The pre-test was administered to grasp the participants’ writing skills at 
the beginning of the experiment. The participants were requested to write a 
free composition in 10 minutes for the theme of “a mobile phone” on a 
worksheet on which an illustration of a mobile phone was printed. They were 
not allowed to use a dictionary or discuss the theme with their classmates. 
There were two reasons to forbid using a dictionary during the pre-test. First, 
there would be differences between participants who have a traditional 
paper-type dictionary and those who have a latest electronic dictionary. Second, 
they would spend additional time for writing a composition while searching for 
words they want to use in a dictionary. In other words, the participants were 
required to write a whole composition in ten minutes. As a solution for the 
participants’ difficulties in coming up with words to express their thoughts in 
English, they were advised to use Japanese katakana characters or Romaji 
(Japanised Roman alphabet) which they thought they would show the 
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pronunciation of the words.  
 
5.3.2 Treatment (concept mapping instruction) 
     After the pre-test, the treatment of the experiment was started. The 
treatment consisted of seven sessions of concept mapping instruction for two 
classes, which were conducted by an English teacher as part of her regular 
English lessons for writing for about one and a half months. Each session 
lasted 10 to 20 minutes out of the regular 50-minute lessons. The content of 
each session is shown in Table 5.1 below. The seven sessions comprised four 
units, with a specific theme for each unit. The themes for the composition were 
presented to the participants in an order in which the participants could start 
with writing about their daily-life experiences and move gradually on to 
writing about more abstract concepts. The themes presented to the 
participants through the four units were “Naruto”, “My favorite season”, “My 
future” and “English and I.” 
 
Table 5.1. Contents of the Treatment
Themes for Compositions Treatment
1 Introduction Mapping
2 Naruto Mapping
3 My favorite season Mapping
4 My favorite season Composition
5 My future Mapping
6 English & I Mapping
7 English & I Composition
 
 
In the first session, the English teacher at the school showed how to 
create concept maps step by step by using a model map. In this first model, the 
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theme was Naruto（鳴門） , the name of the city where they lived or studied. 
Figure 5.1 below is the model map which was shown to the participants in the 
treatment.  
As the first step, the participants were shown the model map with some 
Japanese keywords which are associated with Naruto. There were also some 
blank balloons in the map so that the participants could fill them in with their 
own ideas. Incidentally, the keywords in the concept map were written in 
Japanese in the treatment and shown to the participants.  
 
 
 
 
 
 
 
 
   
 
Figure 5.1. Concept Map on “Naruto” in Step 1 
 
     As the second step, after the blank balloons were filled in with some 
keywords in Japanese by the participants, some keywords in the balloons were 
banded together with handwritten circles to categorise them into the 
sub-themes such as foods, famous buildings and places for sightseeing, and so 
on, as Figure 5.2 below shows.  
Naruto 
The Symphony No. 9  
Otani pottery 
German House 
renkon 
 
bream 
sea weed 
 noodle 
eddy 
sweet potato 
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“FOOD” 
 
 
 
 
 
 
 
 
Figure 5.2. Concept Map on “Naruto” in Step 2 
 
     As the third step, the participants were given a sequential map with 
blank balloons like the one of Figure 5.3 below, and asked to fill in the blank 
balloons with keywords in Japanese, referring to the concept map created for 
the theme of Naruto (Figure 5.2). 
 
 
 
 
 
 
 
Figure 5.3. Sequential Map in Step 3 
 
Naruto 
The Symphony No. 9  
Otani pottery 
German House 
renkon 
 
bream 
sea weed 
 noodle 
eddy 
sweet potato 
seum 
 
famous products 
  
Naruto 
54 
 
     As the fourth step, the participants were asked to create a Japanese 
sentence they want to express in their compositions on the basis of the 
keywords in the balloons within the sequential map. After the participants 
created Japanese sentences from Japanese keywords, they were asked to 
decide the order in which the created Japanese sentences were to be used  in 
their compositions by numbering the sentences, as in Figure 5.4.  
 
              1 
 
                  2                              
 
          4                                                      3 
 
Figure 5.4. Sequential Map in Step 4 
 
     Finally the participants were required to convert the Japanese sentences 
into English sentences and write them on another worksheet for composition, 
referring to the sequential concept map they had just created. The participants 
were engaged in creating concept maps and writing compositions in this 
manner for the other writing themes: “My favorite seasons”, “My future” and 
“English and I.” 
The English teacher who conducted the treatment was asked not to give 
the participants grammatical feedback for their compositions during the 
treatment in order to minimize its influence, good or bad, on the participants ’ 
compositions. 
Takusan meisanhinga aru 
 Satsumaimo ga yumei 
Naruto nitsuite shokaishitai 
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5.3.3 Post-test (free composition) 
     The post-test was conducted to capture changes brought about by the 
concept mapping instruction. The participants were requested to write a free 
composition for the same theme (“a mobile phone”) and under almost the same 
set of conditions as in the pre-test, except that the participants were provided 
with an additional sheet for writing a map together with a composition sheet.  
In other words, the participants were engaged in writing a free composition 
while drawing a concept map at the same time. Drawing a concept map must 
have taken some time (almost half of the time for writing a composition) off 
from the time allowed for them to write up a composition.  
 
5.3.4 Questionnaire to elicit the participants’ perceptions 
     At the end of the experiment, an anonymous questionnaire was conducted 
to see how the concept mapping instruction was received by the participants 
and how their perceptions about writing changed. The questionnaire consists 
of thirteen questions (cf. Table 5.5 below) and a section for free comments on 
writing. The participants were requested to answer these thirteen questions by 
the five-point Likert scale; “5.strongly agree”, “4.agree”, “3.neither agree”, 
“2.disagree” and “1.strongly disagree.” The questionnaire was conducted by the 
English teacher who conducted the treatment. 
 
5.4 Results 
     In order to assess the effectiveness of concept mapping in writing 
instruction, the present researcher analysed the changes in the free 
compositions written by the participants in the pre-test and post-test and the 
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changes in the perceptions about writing in English and about concept 
mapping which had been elicited by the questionnaire. As for the changes in 
the free compositions, 74 compositions were analysed, excluding those who 
could not take either the pre-test or the post-test for some reason or another, 
and those who wrote too little English to accommodate analyses. The 
questionnaire targeted all the 81 participants. 
 
5.4.1 Changes in the number of produced words and sentences 
In order to capture the changes in the free compositions, the present 
researcher first counted words and sentences produced by the participants as a 
whole group in the pre-test and the post-test, and compared the obtained 
numbers respectively. Table 5.2 summarises the results.  
 
Table 5.2. Changes in the Number of Tokens,Types and Sentences
pre post dif
Token 2966 3105 139
Type 572 567 -5
T/T ratio 0.19 0.18 -0.01
Sentence 393 329 -64
 
 
As a whole group, the participants increased the number of tokens in the 
post-test by 139, i.e., 1.05 times the number of tokens in the pre-test while they 
decreased the number of types by 5, i.e., 0.99 times the number of types in the 
first composition. This suggests that the participants tended to use the same 
set of types repeatedly, thus increasing the number of tokens. In addition to 
the changes in the number of tokens and types, the changes in the Type/Token 
ratio in the two free compositions were also analysed. It was found that the 
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Type/Token Ratio decreased by 0.001 as a whole group. Furthermore, the 
participants decreased the number of sentences in the post-test by 64, i.e., 0.84 
times the number of sentences in the pre-test. As a whole group, the 
participants increased only the number of tokens. 
     As for the reason why the participants decreased the number of sentences 
in the post-test composition, it can be said that the decrease was caused by the 
condition of the post-test. Since they were encouraged to make a concept map 
before they started to write a free composition, the participants did not have 
enough time to write down on the composition sheet all the sentences they 
wanted to write to express the ideas they had obtained through their concept 
maps. Conversely, the participants could have produced more words and 
sentences in the post-test than they did in the pre-test, if they had been 
engaged in their English writing for the whole ten minutes. In other words, 
considering that the participants had only five minutes or so for writing up 
their compositions, we may argue that we should not take this decrease in the 
number of sentences in the post-test as evidence against the effectiveness of 
concept mapping.  
When the changes in the number of words and sentences were analysed 
on an individual base, a different picture emerged as is shown in Table 5.3 
below. 
Table5.3. Individual Increase and Decrease in the Number of Words and Sentences
n + － ±0
Words 74 47 26 1
Sentences 74 32 21 21
 
 
Looked at individually, 47 participants increased the number of words in 
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their composition for the post-test while 26 participants decreased the number 
of words in their composition for the post-test. One participant produced 
exactly the same number of the words in her/his composition for the post -test. 
As far as the number of sentences is concerned, 32 participants increased the 
number of sentences in their composition for the post-test while 21 
participants decreased the number of sentences in their composition for the 
post-test. Twenty-one participants produced exactly the same number of the 
sentences for the post-test. This means that the number of the participants 
who increased the number of words was almost twice as large as the number of 
the participants who increased the number of sentences. This result indicates 
that the participants were able to produce longer English sentences in the 
post-test than that in the pre-test. This is endorsed by the observation 
concerning Table 5.2 above that the number of words significantly increased as 
a whole while the number of sentences decreased as a whole. Furthermore, if 
we take into account the fact that the number of types did change so much, we 
can conclude that the participants produced longer sentences with the same set 
of the types for the post-test.  
 
5.4.2 Changes in the quality of produced sentences and composition 
     In order to capture the changes in the complexity of sentences in the free 
compositions, the present researcher looked at (1) the number of words 
(tokens) per sentence, (2) the number of sentences per composition, (3) the 
ratio of complex sentences per composition, and (4) the ratio of compound 
sentences per composition. Table 5.4 summarises the results below. 
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Table5.4. Changes in the Quality of Produced Sentences and Composition
pre post dif
Number of Words per Sentence 7.55 7.92 0.37
Number of Sentences per Composition 5.24 5.22 -0.02
Complex Sentence raio per Composition (%) 20.6 19.7 -0.9
Compound Sentence raio per Composition (%) 5.2 5.3 0.1
 
 
     As a whole group, the participants increased the number of words per 
sentence in the post-test by 0.37, i.e., 1.05 times the number of words per 
sentence in the pre-test, while they decreased the number of sentences per 
composition in the post-test by 0.02, i.e., 0.97 times the number of sentences 
per composition in the pre-test. Thus the length of the sentence and the 
composition between the pre-test and the post-test did not change significantly. 
Moreover, the participants decreased the ratio of complex sentences per 
composition by 0.9 points in the post-test while they increased the ratio of 
compound sentences by 0.1 point in the post-test.  
Judging from the results, the changes in the quality of sentences and 
composition produced by the participants for the two compositions are rather 
insignificant. This suggests that the concept mapping instruction did not affect 
very much the quality of the sentences and the composition. However, if 
combined with the results concerning the changes in the number of words and 
sentences produced by the participants for the compositions, the results in 
Table 5.4 suggest that the participants came to produce more simple sentences, 
using the same set of types more frequently after receiving the concept 
mapping instruction. The present researcher believes that this is not 
necessarily an undesirable result, but it is to be positively evaluated by those 
engaged in teaching writing skills at secondary school in Japan.  
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5.4.3 Changes in the participants’ perceptions 
     In order to capture the changes in the participants ’ perceptions, a 
questionnaire was administered to the participants soon after the post-test by 
the English teacher who conducted the treatment. Since the median for the 
five-point Liker scale is three, responses for “strongly agree” and “agree” can 
be regarded as positive perceptions while responses for  “disagree” and 
“strongly disagree” can be regarded as negative perceptions. Table 5.5 below 
shows the percentage of the participants who gave positive responses and 
negative responses respectively.  
 
Table 5.5. Result of the Questionnaire ( n=81)
Questions agree disagree
1. Did you often use a dictionary during the mapping instruction? 19.8 56.7
2. Have you ever learned mapping before? 9.9 86.4
3. Was mapping helpful for your writing English composition? 35.8 13.6
4. Will you utilise mapping, when you write English compositions? 30.9 25.9
5. Do you think that you can write compositions faster than before? 32.1 37.0
6. Do you think that the contents of your composition become rich with
    mapping? 29.6 35.8
7. Do you think that your sentences become longer than before? 30.9 33.3
8. Do you think that the number of sentences increases with mapping? 32.1 24.7
9. Do you think that mapping helps you to produce better composition
   structure? 25.9 23.4
10. Do you have more confidence to write English compositions than before? 14.8 55.6
11. Do you think that you did not like writing English composoition before? 59.3 23.5
12. Do you think that you still do not like writing English composition? 24.7 46.9
13. Do you think that mapping improved your attitude toward composition? 59.3 40.7
NB: Answer for agree includes "strongly agree"and "agree"
      Answer for disagree includes "disagree" and "strongly disagree"
 
As the responses to Q2 indicate, the majority of the participants had not 
learned mapping before.  The perceptions of the participants were more 
positive than negative only in two questions (Q3 & Q4). The responses for Q3 
and Q4 indicate that many participants became positive for concept mapping 
by receiving concept mapping instruction. In particular, it can be said from the 
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response for Q11, Q12 and Q13 that the participants became more positive in 
English writing than before through the concept mapping instruction. It was 
quite a relief for the present researcher that 59.3% of the participants thought 
that mapping improved their attitude toward composition (Q13). The 
participants thought that they could produce longer English sentences from 
the result of Q8. In the treatment, they experienced writing longer and better 
English compositions through concept mapping without time limitation. 
     There is another task remaining for the present researcher. The top-down 
instruction has not increased the confidence of the participants in writing 
(Q10), and as a result, has not succeeded so well in convincing the participants 
into trying mapping in their next opportunity to write free compositions (Q4). 
This is probably because the period of the experiment was rather limited,                                   
so they could not obtain enough opportunities to try concept mapping during 
the experiment. 
     Several participants provided their comments on the top-down 
instruction in their free comment space on the questionnaire. Those comments 
indicate that they were able to experience how to obtain their ideas easily 
through the top-down instruction. Some have found it useful to utilise concept 
mapping for their English compositions while some have realised that they 
needed to learn how to convert their Japanese ideas into English sentences as 
the free comments from three participants (A, B and C) below indicate.  
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Participants Free comments
Pupil A It was good for me to use mapping since I could get ideas easily.
Pupil B
I could learn the process of English composition and how to creat composition. I
need to study English vocaburary and grammar.
Pupil C
I felt frustrating when I could not produce what I wanted to express in English
although I could obtain the ideas.
 
 
On the basis of the results of the questionnaire, it may be argued that as 
a whole the top-down instruction featuring concept mapping has nurtured 
positive perceptions about writing in English, although the present researcher 
is well aware that we cannot be certain about this since the same kind of 
questionnaire was not conducted before the experiment to capture the changes 
in the perceptions of the participants. 
 
5.5 Discussion  
     At the beginning of the present chapter, three hypotheses were presented. 
Concept mapping instruction will help Japanese EFL learners  
   (1) to obtain ideas to write about with more ease,  
   (2) to increase the quantity of writing (i.e. the number of words and  
      sentences), and  
   (3) to improve the quality of writing (i.e. cohesion and coherence of  
      compositions).  
In order to verify these three hypotheses, the present experiment was 
conducted with upper secondary school pupils as the participants. The results 
of the experiment have more or less verified these three hypotheses as a whole, 
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in spite of the shortcoming of the post-test procedure which may have caused a 
rather small increase in the results of the experiment. In the post-test, the 
participants were allowed to use a mapping sheet when they wrote their 
compositions within ten minutes. This means that they may have used a part of 
the ten minutes for creating their concept maps and may have written their 
compositions in less than ten minutes. The present researcher supposes that 
this is the main reason why the participants could not increase the quantity of 
their compositions after the treatment as was expected. This shortcoming of 
the research design must be corrected in a future study.  
     In addition, there remain several problems with the research design. The 
most crucial problem is that the present researcher could not establish, for an 
ethical reason, a control group at the school where the experiment was 
conducted to capture the effects of the concept mapping instruction more on a 
statistical level. Another problem is the length of the experiment. It is quite 
probable that the period of the experiment was rather too short to detect 
effects of the concept mapping instruction.  
     In spite of these limitations, the effectiveness of top-down instruction 
featuring concept mapping was uncovered with a few issues remaining for 
future studies. Especially, the small changes in the quality of sentences 
produced by the participants remind us of the necessity for additional 
assistance to improve the quality (accuracy) of English sentences to be written 
by Japanese EFL learners. In the next chapter, this issue will be focused.          
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CHAPTER VI   
 
 
Research II  
Verifying the Interrelationship between  
Corrective Subject Selection and Grammaticality 
 
6.1  Purpose 
     In the present study, English composition data were collected from upper 
secondary school pupils for the following two purposes:  
   1) To verify the tendency among upper secondary school pupils to turn 
      Japanese topics into English grammatical subjects in composing English  
      sentences,  
   2) To investigate how the selection of grammatical subjects will affect the  
     grammaticality of produced sentences. 
 
6.2  Participants 
The participants for the present study were 231 upper secondary school 
pupils in six Grade 11 classes at a public upper secondary school in Tokushima 
Prefecture in Japan. These 231 pupils were divided into three groups at 
random. English sentences produced by these participants were used as the 
baseline data for the investigation. 
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6.3  Framework 
     In order to investigate the tendency for Japanese EFL learners to turn 
Japanese topics into English grammatical subjects and the relationship 
between the grammaticality of the produced English sentences and the 
selection of grammatical subjects, the three groups of the participants were 
requested to compose eight English sentences under the following three 
different conditions respectively: 
 
Condition 1 (Test A) 
   The participants were first requested to compose Japanese sentences, using 
the Japanese keywords which carry the essential meaning for expected English 
sentences, and then compose English sentences, referring to the Japanese 
sentences they produced. The order of the given Japanese keywords to the 
participants is intended to reflect the topic-comment relationship in the 
proposition set as the target. 
 
Condition 2 (Test B) 
   The participants were first requested to compose Japanese sentences using 
the given Japanese keywords and then compose English sentences, taking into 
account the produced Japanese sentences as in Condition 1. The order of 
Japanese keywords presented to the participants, however, is exactly the 
opposite of that in Condition 1.  
 
Condition 3 (Test C) 
   The participants were requested to translate Japanese sentences into 
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English as in common Japanese-English translation exercises. The given 
Japanese sentences are meant to represent the presumed propositions adopted 
for Tests A and B, including the same keywords used in the other tests. For 
example, for Q1 the Japanese sentence Asu wa tesuto da (meaning that 
tomorrow we will have a test) was presented to the participants as the cue for 
composition. Asu (tomorrow) and tesuto (test) in this Japanese sentence were 
used as keywords in the other tests. The actual format of the tests (Tests A, B 
and C) are ilustarated below. In Test B, the two keywords were presented in 
the order (tesuto followed by asu) opposite to that in Test A. 
 
Format of the Tests (sample) 
 
 
 
 
    
 
 
 
For each condition, eight questions were prepared. The eight questions used in 
the three tests are shown in Table 6.1 in the next page. All of the Japanese cues 
used in the tests are original. The italicised parts in the test questions were 
used as prompts for each test. The participants were requested to complete 
their tests in 15 minutes without using dictionaries and discussing with their 
classmates. Moreover, they were requested not to use their erasers when they 
Condition 1 (Test A) 
１    tomorrow test 
Japanese：                       
English：                      
Condition 3 (Test C) 
１        Asuwa test da. 
 
English：                      
Condition 2 (Test B) 
１    test  tomorrow 
Japanese：                       
English：                      
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wanted to modify their English sentences. If they wanted to rewrite their 
English sentences, they were told to write new English sentences above or 
below the original ones. All those eight questions are intended to elicit from 
the participants English sentences which reflect the Japanese topic-comment 
structure (A wa B da, or A wa B ga C da) indicated either by the Japanese 
keywords (Conditions 1 and 2) or the Japanese sentences (Condition 3). 
 
Table 6.1. T est Questions used as Cues for Composition
Q Test keywords or Japanese sentences as cues for composition
A asu  (tomorrow),  tesuto  (test)
B tesuto  (test),  asu  (tomorrow)
C Asu wa tesuto da.  (Tomorrow we will have a test.)
A haru  (spring),  sakura  (cherry blossom)
B sakura  (cherry blossom),  haru  (spring)
C Haru wa sakura dane.  (In spring, we can see very beautiful cherry blossoms.)
A udon  (Japanese noodle),  Kagawa  (one of Japanese prefectures)
B Kagawa  (one of Japanese prefectures),  udon  (Japanese noodle)
C Udon wa Kagawa da. (The best udon can be eaten in Kagawa.)
A Nihon  (Japan),  jishin (earthquakes)
B jishin  (earthquakes),  Nihon  (Japan)
C Nihon wa jishin ga ooi. (In Japan we have a lot of earthquakes.)
A Yoshiko,  me (eyes),  kirei (beautiful)
B kirei  (beautiful),  me  (eyes),  Yoshiko
C  Yoshiko wa me ga kireida. (Yoshiko has beautiful eyes.)
A  Burajiru (Brazil),  sakka  (soccer),  tsuyoi  (strong)
B tsuyoi  (strong),   sakka  (soccer),  Burajiru (Brazil)
C Burajiru wa sakka ga tsuyoi. (Brazil has a strong soccer team.)
A rokugatsu  (June),  ame  (rain),  ooi (a lot of)
B  ooi (a lot of),  ame  (rain),  rokugatsu  (June)
C Rokugatsu wa ame ga ooi. (In June we have a lot of rain.)
A boku-no-keitai  (my mobile phone),  TV (television),  mireru  (can watch)
B mireru  (can watch),  TV (television),  boku-no-keitai  (my mobile phone)
C Boku-no-keitai wa TV ga mireru.  (My mobile phone can show TV programmes.)
8
7
1
2
3
4
5
6
 
     The reason this study adopted the Japanese sentence patterns of A wa B 
da and A wa B ga C da in the present composition tests is because these 
patterns typically represent the characteristics of Japanese as a topic 
prominent language (Mikami, 1960; Mouri, 1980; Kanaya, 2002). The 
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constituent A, which expresses a topic of the proposition in Japanese in 
question, does not always represent an agent of the proposition, which is 
usually indicated by a grammatical subject in English. In some cases, it will be 
turned into grammatical objects or adverbials.  
 
6.4  Results  
6.4.1 Selection of grammatical subject 
     In order to verify the tendency among Japanese EFL learners to turn 
Japanese topics into English grammatical subjects, the grammatical subjects 
in all the sentences produced by them for the three types of tests were 
identified, categorised into groups, and counted. Table 6.2 in the next page 
summarises the results. 
As Table 6.2 indicates, many of the grammatical subjects chosen by the 
participants correspond to Japanese topics (A in this case) in each test. 
Actually, 69.6% of the grammatical subjects chosen by the participants 
correspond to Japanese topics in Test A, 67.9% in Test B and 71.3% in Test C. 
What Table 6.1 makes clear is that we can confirm the tendency among upper 
secondary school pupils (thus pre-intermediate EFL learners of English in 
Japan) to turn Japanese topics into English grammatical subjects in composing 
English sentences. It is noteworthy that this tendency was also observed in 
Test B, where keywords corresponding to Japanese topics are presented in the 
final positions. The above observation indicates that Japanese EFL learners 
tend to carry over Japanese topics into English sentences in English 
compositions as grammatical subjects, whether or not they are provided with 
Japanese sentences to translate into English, as the present researcher first 
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suspected in correcting upper secondary school pupils’ free compositions in the 
previous study (Fukushima, 2010). 
 
Table6.2. The Tendency of Grammatical Subjects for Each Question
Test Test A B C
items n % n % n % items n % n % n %
subject subject
1: tomorrow 9 14.8 8 12.5 2 2.6 1: spring 18 28.1 11 19.0 44 61.1
2: test 5 8.2 18 28.1 40 51.3 2: cherry 26 40.6 28 48.3 17 23.6
3: people 32 52.5 20 31.3 9 11.5 3: people 13 20.3 10 17.2 1 1.4
4: there is 7 11.5 6 9.4 23 29.5 4: there is 1 1.6 2 3.4 0 0
5: it 4 6.6 7 10.9 4 5.1 5: it 0 0 0 0 0 0
6: others 2 3.3 0 0 0 0 6: others 2 3.1 2 3.4 8 11.1
7: nothing 2 3.3 5 7.8 0 0 7: nothing 4 6.3 5 8.6 2 2.8
total 61 100 64 100 78 100 total 64 100 58 100 72 100
subject subject
1: Udon 33 49.3 20 30.8 43 61.4 1: Japan 28 50.9 24 40.0 42 53.2
2: Kagawa 17 25.4 21 32.3 15 21.4 2: earthquake 13 23.6 13 21.7 10 12.7
3: people 12 17.9 17 26.2 4 5.7 3: people 1 1.8 0 0 4 5.1
4: there is 0 0 0 0 1 1.4 4: there is 5 9.1 9 15.0 18 22.8
5: it 1 1.5 1 0 6 0 5: it 1 1.8 3 0 2 0
6: others 2 3.0 5 7.7 0 0 6: others 2 3.6 1 1.7 0 0
7: nothing 2 3.0 1 1.5 1 1.4 7: nothing 5 9.1 10 16.7 3 3.8
total 67 100 65 98 70 91 total 55 100 60 95.0 79 97.5
subject subject
1: Yoshiko 31 47.0 27 39.7 37 46.3 1: Brazil 36 58.1 35 57.4 53 69.7
2: eye 35 53.0 38 55.9 42 52.5 2: soccer 12 19.4 13 21.3 7 9.2
3: beautiful 0 0 0 0 0 0 3: team 2 3.2 1 1.6 1 1.3
4: people 0 0 1 1.5 0 0 4: people 1 1.6 3 4.9 3 3.9
5: there is 0 0 0 0 0 0 5: there is 0 0 1 1.6 1 1.3
6: it 0 0 1 1.5 1 1.3 6: it 1 1.6 1 1.6 4 5.3
7: others 0 0 1 1.5 0 0 7: others 2 3.2 1 1.6 5 6.6
8: nothing 0 0 0 0 0 0 8: nothing 8 12.9 6 9.8 2 2.6
total 66 100 68 100 80 100 total 62 100 61 100 76 100
subject subject
1: June 23 44.2 29 44.6 29 37.7 1: mobile phone 58 90.6 56 90.3 53 66.3
2: rain 2 3.8 1 1.5 0 0 2: TV 0 0 0 0 1 1.3
3: day 2 3.8 1 1.5 0 0 3: watch(ing) 0 0 0 0 0 0
4: people 3 5.8 0 0 10 13.0 3: people 4 6.3 6 9.7 25 31.3
5: there is 2 3.8 7 10.8 5 6.5 4: there is 0 0 0 0 0 0
6: it 8 15.4 5 7.7 26 33.8 5: it 2 3.1 0 0 1 1.3
7: others 3 5.8 3 4.6 1 1.3 6: others 0 0 0 0 0 0
8: nothing 9 17.3 19 29.2 6 7.8 7: nothing 0 0 0 0 0 0
total 52 100 65 100 77 100 total 64 100 62 100 80 100
Q7 Q8
A B C
Q1
Q3
Q2
Q4
Q5 Q6
 
6.4.2 Selection of grammatical subject and grammaticality 
In order to investigate how the selection of grammatical subjects will 
affect the grammaticality of the produced sentences, all the sentences 
produced by the participants were categorized in terms of grammatical 
subjects and counted across the three tests. Then the grammaticality of the 
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produced sentences was determined for each type of the categorized 
grammatical subjects. Table 6.3 below summarises the results. 
 
Table 6.3. Selection of Grammatical Subject and Grammaticality
n1 % n2 % n1 % n2 %
1: tomorrow 38 18.7 2 5.3 1: spring 73 37.6 7 13.7
2: test 15 7.4 6 40.0 2: cherry blossoms 71 36.6 21 41.2
3: people 90 44.3 52 57.8 3: people 24 12.4 20 39.2
4: there 18 8.9 17 94.4 4: there 3 1.5 3 5.9
5: it 33 16.3 5 15.2 5: it 0 0 0 0
6: others 2 1.0 1 50.0 6: others 12 6.2 0 0
7: nothing 7 3.4 0 0 7: nothing 11 5.7 0 0
total 203 100 84 41.4 total 194 100 51 26.3
subject subject
1: Udon 96 47.5 30 31.3 1: Japan 94 48.5 39 41.5
2: Kagawa 53 26.2 20 37.7 2: earthquake 36 18.6 12 33.3
3: people 33 16.3 25 75.8 3: people 5 2.6 4 80.0
4: there 1 0.5 1 100 4: there 32 16.5 29 90.6
5: it 8 4.0 1 12.5 5: it 6 3.1 1 16.7
6: others 7 3.5 3 42.9 6: others 3 1.5 0 0
7: nothing 4 2.0 0 0 7: nothing 18 9.3 0 0
total 202 100 80 39.6 total 194 100 85 43.8
subject subject
1: Yoshiko 95 44.4 59 62.1 1: Brazil 123 61.8 26 21.1
2: eye 115 53.7 38 33.0 2: soccer 30 15.1 2 6.7
3: beautiful 0 0 0 0 3: strong 0 0.0 0 0
4: people 1 0.5 1 100 4: people 9 4.5 6 66.7
5: there 0 0 0 0 5: there 1 0.5 1 100
6: it 2 0.9 0 0 6: it 6 3.0 0 0
7: others 1 0.5 0 0 7: others 12 6.0 0 0
8: nothing 0 0 0 0 8: nothing 18 9.0 1 6
total 214 100 98 45.8 total 199 100 36 18.1
subject subject
1: June 81 41.8 21 25.9 1: Mobile phone 167 81.1 6 3.6
2: rain 3 1.5 0 0 2: TV 1 0.5 0 0
3: day 3 1.5 0 0 3: watch (ing) 0 0 0 0
4: people 13 6.7 9 69.2 4: people 35 17.0 28 80.0
5: there 14 7.2 8 57.1 5: there 0 0 0 0
6: it 39 20.1 6 15.4 6: it 3 1.5 0 0
7: others 7 3.6 1 14.3 7: others 0 0 0 0
8: nothing 34 17.5 0 0 8: nothing 0 0 0 0
total 194 100 45 23.2 total 206 100 34 16.5
n1=number of sentences with specified subjects, n2=number of grammatical sentences
Q8Q7
Q5 Q6
Q3 Q5
subject subject
Q2Q1
 
Many of the sentences whose grammatical subjects correspond to Japanese 
topics are ungrammatical while most of the sentences whose grammatical 
subjects correspond to “people” are grammatical.  As a whole, only 24.8% of the 
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sentences whose grammatical subjects correspond to Japanese topics are 
grammatical while 71.1% of the sentences whose grammatical subjects 
correspond to “people” are grammatical. As a whole, words for “people” tend to 
represent agents in English sentences and therefore they usually become good 
candidates for grammatical subjects. In our tests, those words for “people” 
were not included in the Japanese cues for composition in any of the tests. 
They were provided by the participants in the process of making English 
sentences. The fact that high degree of grammaticality was observed when the 
participants used as grammatical subjects the words for “people” which were 
not included in the cues for composition carries a very important implication 
for English writing instruction for Japanese EFL learners. 
 
6.5  Discussion 
The results of the data analysis uncovered the tendency among upper 
secondary school pupils to turn Japanese topics into English grammatical 
subjects in composing English sentences. This implies that Japanese EFL 
learners tend to create topic-comment sequences in their minds before 
constructing English sentences and then turn Japanese topics into English 
grammatical subjects. The results of the study have also disclosed that the 
selection of the grammatical subjects in constructing English sentences will 
affect to a considerable degree the grammaticality of English sentences 
produced by Japanese EFL learners. Actually, a careful analysis of the 
sentences written by the participants disclosed a large number of 
ungrammatical sentences resulting from inappropriate selections of 
grammatical subjects and predicates. The following is the list of typical 
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ungrammatical sentences produced by the participants through, the present 
researcher assumes, the uncritical conversion of Japanese topics into English 
grammatical subjects, regardless of the mismatch between topic-comment 
relations of Japanese and subject-predicate patterns of English. The numbers 
in the parenthesis indicate the frequency of occurrence of the ungrammatical 
sentences in the whole data. 
 
Q1. Tomorrow is test. (28)   
Q2. Spring is cherry blossoms. (29) 
Q3. Kagawa is udon. (17)  
Q4. Japan is many (a lot of) earthquakes. (18) 
Q5. Yoshiko is beautiful eye(s). (17)  
Q6. Brazil is strong soccer. (32) 
Q7. June is many (a lot of) rains. (25) 
Q8. My mobile phone (can) watch (es) TV. (127) 
 
The results of the present study carry the following suggestions for English 
writing instruction:  
   1) Teachers should help learners to realise the fundamental differences in  
      grammatical structure between Japanese and English. 
   2) Learners should be encouraged to pay more attention to the selection of 
      grammatical subjects in constructing English sentences, not simply 
      adopting Japanese topics as English grammatical subjects. 
   3) Learners should consider more critically the collocation between the  
      grammatical subjects they choose and the predicate verbs, as the list of  
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      common ungrammatical sentences quoted above indicates.  
 
Taking into the consideration the results of the data analysis and implications 
for English writing instruction presented in this chapter, the present 
researcher designed the bottom-up instruction for Japanese EFL learners at 
upper secondary school who tend to carry over Japanese topics into English 
sentences in English compositions as grammatical subjects. Its effectiveness is 
to be verified in the next chapter. 
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CHAPTER VII   
 
 
Research III  
Verifying the Effectiveness of Bottom-up Instruction with a 
Special Focus on the Selection of Grammatical Subjects 
 
7.1  Purpose 
     The relationship between the grammatical subject selection and the 
grammaticality of the sentences written by Japanese EFL learners was 
revealed in the preceding chapter. Three issues have been discovered through 
the analysis of English sentences produced by them. 
   1) When they try to produce an English sentence as in a translation activity, 
Japanese EFL learners tend to uncritically convert a topic of a Japanese 
sentence into an English grammatical subject, especially when they are 
under time pressure for a real-time communication. 
   2) Once they select a grammatical subject, Japanese EFL learners tend not 
to pay much attention to the semantic relationship (such as 
agent-action-goal) between the selected grammatical subject and its 
predicate which is usually created on the basis of Japanese phrases which 
correspond to the comment part of a Japanese sentence 
   3) Consequently, Japanese EFL learners tend to produce an ungrammatical 
English sentence unless they activate their monitor system which 
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evaluates the grammaticality of an English sentence.  
Taking these issues into consideration, Japanese EFL learners should be 
instructed to make a careful selection of a grammatical subject in producing an 
English sentence without relying on their natural tendency to convert a 
Japanese topic into an English grammatical subject, whether they are being 
asked to produce an English sentence on the basis of a given Japanese sentence 
or not. They should be also instructed to recognise and pay careful attention to 
the essential difference in language structure between Japanese and English; 
Japanese is a topic prominent language while English is a subject prominent 
language (Mikami, 1960; Mori, 1980; Kanaya, 2002). 
     In order to conduct these instructions for Japanese EFL learners, we 
assumed that they needed bottom-up writing instruction, which would help 
Japanese EFL learners to make a correct selection of an English grammatical 
subject and at the same time help them notice the difference in language 
structure between English and Japanese. In the bottom-up instruction, 
Japanese EFL learners will be asked to translate Japanese sentences into 
English sentences, paying careful attention to the selection of grammatical 
subjects in English sentences. In order to make the learners notice the 
difference of language structure between English and Japanese explicitly, 
Inter Japanese (Nakatsu, 1983; Araki, 1994; Sanmori, 2003) was utilised in the 
instruction (translation activity). The present chapter describes the bottom-up 
instruction for Japanese EFL learners who seldom notice the difference in 
language structures between English and Japanese, and reports the results of 
the experiment which was conducted to assess the effectiveness of the 
bottom-up instruction. 
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     In order to investigate the effectiveness of bottom-up writing instruction 
aimed at selecting proper grammatical English subjects when Japanese EFL 
learners try to translate Japanese sentences into English, the following three 
hypotheses were constructed: 
   1) When they translate Japanese sentences into English, Japanese EFL 
learners will be able to pay careful attention to the selection of proper 
grammatical subjects of English sentence if they are asked to utilise 
Inter Japanese, whose sentence construction is sort of half-way between 
English and Japanese, making possible English grammatical subjects 
fairly conspicuous. 
   2) If Japanese EFL learners can select proper grammatical subjects in their 
English composition with Inter Japanese, they will be able to produce 
more grammatical English sentences through noticing difference in 
language structure between English and Japanese. 
   3) If Japanese EFL learners can produce more grammatical English 
sentences, they will be able to increase their motivation for English 
writing. 
In order to assess these three hypotheses, an experiment which aimed at 
verifying the effectiveness of the bottom-up instruction for English writing was 
designed. The instruction is focused on helping Japanese EFL learners to make 
a careful selection of grammatical subjects and notice the difference in 
language structure between English and Japanese. 
 
7.2  Participants 
     The participants for the present experiment were 80 Grade 11 pupils at a 
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public upper secondary school in Tokushima Prefecture in Japan. They were 
taught English writing in two separate classes by two Japanese teachers of 
English respectively.  
 
7.3  Framework 
     In order to investigate the effectiveness of the bottom-up instruction 
focusing on subject selection in English composition , the experiment consisted 
of four parts: (1) the pre-test, (2) the treatment (treatment activity 
accompanied with Inter Japanese instruction), (3) the post-test, and (4) the 
questionnaire. The experiment lasted approximately for two months during the 
second term in 2009. The experiment was organised by the present researcher 
and the experimental writing lessons were conducted by two Japanese teachers 
of English at the school. 
 
7.3.1  Pre-test 
     The pre-test was conducted to capture the participants’ writing levels at 
the beginning of the experiment. The participants were requested to complete 
eight word scrambling questions with translations in Japanese for each. All 
questions have distinctive language features of the Japanese topic comment 
structure but the topics in Japanese sentence do not equal to the grammatical 
subject in English sentences to be written by the participants. Moreover, there 
was one set unnecessary word among the scrambled words in order to increase 
the difficulty of the pre-test. With the unnecessary word, the ceiling effect in 
the pre-test was avoided and the grammatical proficiency of the participants 
was assessed accurately before the treatment. The time allowed for the 
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participants to complete the pre-test was twelve minutes. They were not 
allowed to use a dictionary or discuss with their friends during the test. The 
questions used for the test are shown below. 
 
Q
イチローは足が速い
( can / fast / Ichiro / is / run / very ).
雨でピクニックに行けなかった
( a picnic / from / going / I / on / prevented / the heavy rain / us ).
日本は四季が美しい
( beautiful / four / has / is / Japan / seasons ). 
私の電子辞書は英語の発音が聞ける
( can / digital dictionary / English pronunciation / I / me / my / listen to / with ). 
ブラジルではポルトガル語が話されています
( Brazil / in / is / language / people / Portuguese / spoken / the ).
冬は日が暮れるのが早い
( on / it / winter evenings / gets / early / days / dark ).
ケーキはどこが一番おいしいですか
( cake / can / get / in town / is / the most delicious / we / where )?
10月はほとんど雨が降らない
( we / rainy / October / in / have / are / few / days ).
7
8
1
2
3
4
5
6
 
 
7.3.2  Treatment (translation activity accompanied with Inter Japanese 
       instruction) 
The pre-test was followed by the treatment which consisted of ten 
sessions of key-word based translation activity. This treatment was conducted 
as a part of regular English writing lessons by two Japanese teachers of 
English separately for the participants in two classes. Each session lasted 
approximately for 15 to 20 minutes. These ten sessions were organised into five 
units with specific grammatical themes for writing. These five themes were 
adopted to lead the participants to pay careful attention to subject selection in 
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composing English sentences from given Japanese. Table 7.1 shows the 
contents of the five grammatical themes in detail. 
 
Table 7.1. Contents of Grammatical Themes
Unit grammatical themes Japanese English
1 ellipsis Nihon eiga wa sukijya nai. I don't like Japanese films.
2 animate subject Ichiro  wa kata ga ii. Ichiro has nice control.
3 climate / seasons Aki  wa koyo ga kiri da. We can see beautiful clored leaves in autumn.
4 places Nihon  wa rekishi ga furui. Japan has old history.
5 inanimate subject Udon  wa Kagawa ga oishii. We can eat delicious noodle in Kagawa.
 
 
Worksheets based on these grammatical themes were prepared for 10 sessions.  
When constructing worksheets, the following three points were taken into 
account: 
1) “A” should be converted into a grammatical subject in an English 
sentence from “A wa B da” in a Japanese sentence. 
2) “A” should be converted into a grammatical subject in an English 
sentence from “A ga B da” in a Japanese sentence. 
3) The participants cannot find the subjects explicitly in a Japanese     
sentence which must be converted into a grammatical subject in an 
English sentence. 
 
Each worksheet consisted of three-step activities for the participants so that 
they could experience the processes necessary to produce English sentences 
from Japanese cues step by step and obtain basic translation skills through the 
experience.  
     In Step 1, the participants were required to change the given Japanese 
sentences into Inter Japanese sentences. In Step 2, the participants were 
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required to rearrange a set of English words into the correct order to make a 
meaningful English sentence, referring to the Inter Japanese sentence which 
they had made in Step 1. In Step 3, the participants were required to translate 
simple colloquial Japanese sentences into English ones directly without 
creating Inter Japanese sentences. The worksheets were submitted to the 
teachers after the lessons. Grammatical feedbacks were provided on the 
worksheets by the present researcher and the worksheets were returned to the 
participants by the teachers. The following is a part of the third worksheet for 
the unit of “climate / seasons.” A pair of worksheets was prepared for each unit. 
The first worksheet in each pair was at a basic level of difficulty while the 
second worksheet was at a more advanced one. 
 
Step 1
・Make an Inter Japanese with this Japanese sentence.
②Fuyuwa yukiga ooi.  →　　　　　　　　　　　　　　　 ga furu.
Step 2
・Arrange the words into an English sentence, referring to Inter
Japanese in Step 1.
②（ a lot / in / it / snows / winter ）
　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　
Step 3
・Translate these Japanese sentences into English.
④　Nihonno natsuwa shikkega ooi.
　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　
 
 
7.3.3  Post-test 
     The post-test was conducted to capture changes brought about by the 
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experimental treatment which consisted of translation activities coupled with 
Inter Japanese instruction. The eight questions used for the pre-test were used 
for this post-test as well. In each question, the participants were requested to 
rearrange a set of English words into the correct order to make a meaningful 
English sentence under the same set of conditions as in the pre-test. 
 
7.3.4  Questionnaire to elicit the participants’ perceptions 
     A few days after the end of the experiment, an anonymous questionnaire 
was conducted to see how the translation activity with Inter Japanese 
instruction was received by the participants and how their perceptions about 
translation and writing had changed. The questionnaire consisted of thirteen 
questions (cf. Table 7.5 below). The participants were requested to answer 
these questions with the five-point Likert scale, ranging from “5. strongly 
agree” to “1. strongly disagree”. Moreover, a section for free comments was 
included in the questionnaire to obtain the participants’ perceptions about the 
experiment. 
 
7.4  Results 
     In order to assess the effectiveness of the experimental treatment which 
consisted of the translation activities accompanied with Inter Japanese 
instruction, the present researcher analysed the changes between the pre-test 
and the post-test and the changes in their perceptions of about the treatment 
they had received and about writing in English. In order to capture the 
changes in the performance in the pre-test and the post-test, the compositions 
by 75 participants were analysed, excluding those who could not take either 
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the pre-test or the post-test for some reason or another. The questionnaire 
targeted all the 80 participants. 
 
7.4.1  Changes in the grammaticality of the sentences 
     In order to capture the changes in the grammaticality of the sentences 
produced by the participants in the pre-test and the post-test, first the number 
of the correct answers by the participants was counted as a whole group and 
rated in terms of 0 to 6 scale in the pre-and post-test, and then the assigned 
scores were compared.  
     In order to assess the grammaticality of the sentences produced by the 
participants, a sentence without errors was given six points. A sentence in 
which a proper subject and a verb were selected correctly with a slight local 
error was given four points while a sentence in which a proper subject was 
selected correctly was given two points. This is because subject selection has a 
crucial role in English composition. In order to make a difference between an 
answer which was written on the test but ungrammatical and one in which 
nothing was written by the participants, the answer in which nothing was 
written was not counted. The scores between the pre-test and the post-test 
were compared in terms of the total score of the tests. Table 7.2 summarises 
the results. 
 
Table 7.2. Changes in the Score of the Tests  （n =75）
pre post dif      t       p
Average 29.36 33.72 4.36 -5.09 0.000 **
SD 10.13 8.74
 * p  <.05., ** p  <.01  
 
Table 7.2 shows descriptive statistics with the average score in each test. As a 
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whole group, the participants obtained the average score of 29.36 (SD = 10.13) 
in the first test (pre-test) while they had got the average score of 33.72 (SD = 
8.74) in the second test (post-test). As you can see in Table 7.2, the participants 
increased the average score of the test in the second test (post-test) by 4.36 
points above the average score of the first test (pre-test). A paired-sample 
t-test revealed that the difference in the average score between the first test 
and the second test was statistically significant (t (75) = -5.09, p < .01). That is, 
the average score increased considerably from the first test (pre-test) to the 
second test (post-test). 
     Next, we looked at the changes in the number of correct sentences for 
each question. Table 7.3 summarises the results below.  
 
Table 7.3. Changes in the Number of Correct Sentences  (n =75）
n % n %
Q1 66 88.0 70 93.3 5.3 1.261 0.155
Q2 31 41.3 53 70.7 29.4 13.095 0.000 **
Q3 62 82.7 70 93.3 10.6 4.040 0.006 **
Q4 39 52.0 53 70.7 18.7 5.510 0.004 **
Q5 14 18.7 6 8.0 -10.7 3.692 0.006 **
Q6 23 30.7 37 49.3 18.6 5.444 0.009 **
Q7 20 26.7 31 41.3 14.6 3.595 0.014 *
Q8 25 33.3 42 56 22.7 7.795 0.016 *
* p  <.05., ** p  <.01
pQ
pre post
dif (%)           χ2
 
 
Table 7.3 shows descriptive statistics with changes in the number of correct 
sentences between the first test and the second test. As you can see in Table 7.3, 
the participants increased the number of the correct sentences in each question 
from the first test to the second test. For example, 22 participants changed the 
sentence for Question 2 correctly in the second test while they had got 
incorrect sentences for the same question (an increase by 29.4 points in 
percentage). Seventeen participants got the sentence for Question 8 correctly 
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in the second test while they had answered incorrectly for the same question 
(an increase by 22.7 points). Fourteen participants improved their answers for 
Question 4 in the second test while they had written the sentence incorrectly 
for the same question (an increase by 18.7 points). The number of the correct 
sentences for each question in the second test except Question 1 significant 
increased statistically. 
     The change in the number of the correct answers for Question 5 stands 
out in the Table 7.3. Only this question decreased the number of the correct 
answers (sentences) in the second test while the others increased the number 
of the correct sentences. The present researcher is going to pursue the reason 
for this in future study. 
 
7.4.2  Changes in the tendency of grammatical subject selection 
     In order to capture the changes in the tendency of grammatical subject 
selection by the participants, the number of the correct grammatical subject 
was counted and the ratio of the grammaticality of the sentence in which the 
proper subject was selected in the pre- and the post-test was calculated. Table 
7.4 below shows descriptive statistics of changes in the ratio of the proper 
grammatical subject selection between the pre-test and the post-test. As we 
can see in Table 7.4, the participants increased the number of the proper 
grammatical subject selection in each question from the pre-test to the 
post-test. 
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Table 7.4. Changes in the Ratio of the Grammatical Subject Selection  （n =75）
n % n %
Q1 75 100 75 100 0 － －
Q2 49 65.3 60 80.0 14.7 4.061 0.044 *
Q3 73 97.3 75 100 2.7 2.027 0.155
Q4 43 57.3 57 76.0 18.7 5.880 0.015 *
Q5 36 48.0 21 28.0 -20.0 6.367 0.012 *
Q6 47 62.7 56 74.7 12.0 2.510 0.113
Q7 43 57.3 56 74.7 17.4 5.021 0.025 *
Q8 67 89.3 68 90.7 1.4 0.074 0.785
* p  <.05., ** p  <.01
pQ
pre-test post-test
dif (%) χ2
 
 
Fourteen participants (increase by 18.7 points in percentage) selected the 
proper grammatical subject for Question 4 in the post-test while they had 
selected improper grammatical subjects for the same question in the pre-test. 
Thirteen participants (increase by 17.4 points) selected the proper 
grammatical subject for Question 7 correctly in the post-test while they had 
answered incorrectly for the same question. Eleven participants (increase by 
14.7 points) improved their grammatical selection for Question 2 in the 
post-test while they had selected incorrect grammatical subjects for the same 
question.  
     The number of the proper grammatical subject selection for Question 2, 
Question 4, Question 5 and Question 7 increased statistically significantly in 
the post-test to the pre-test significant increased statistically. On the other 
hand, in Question 5, 15 participants decreased the number of proper 
grammatical subject in the post-test while they had selected proper 
grammatical subject in the pre-test (decrease by 20 points). It was only in this 
question that the number of proper subject selection decreased in the post-test 
to the pre-test. 
     Table 7.5 shows the changes in subject selection by the participants 
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between the first test and the second test. The words in color are the proper 
grammatical subjects for each question. 
 
Table 7.5. Changes in the Number of the Subject Selection between Two Tests
Q subject pre post dif
Ichiro 75 75 0
others 0 0 0
the heavy rain 49 60 11
I 23 13 -10
a picnic 0 2 2
others 2 0 -2
Japan 73 75 2
seasons 2 0 -2
others 0 0 0
I 43 57 14
digital dictionary 29 17 -12
English pronouciation 1 0 -1
others 0 1 1
no answer 2 0 -2
(the) language 11 3 -8
people 17 26 9
(the) Portuguese language 16 26 10
Portuguese 25 18 -7
Brazil 1 0 -1
others 3 1 -2
no answer 2 1 -1
it 47 56 9
winter evenings 18 12 -6
days 5 1 -4
others 2 1 -1
no answer 3 5 2
we 43 56 13
cake 23 12 -11
others 1 2 1
no answer 8 5 -3
we 67 68 1
days 0 0 0
October 2 2 0
others 1 0 -1
no answer 5 5 0
Q6
Q7
Q8
Q1
Q2
Q3
Q4
Q5
 
Few changes appeared in Question 1 because there was only one noun word 
among words indicated as alternatives, and the participants could see “Ichiro” 
in a Japanese sentence with “-wa,” which is called a postpositional particle, 
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and is broadly believed to function as subject maker in Japanese. In Questions 
2, 4, 6 and 7, selections of proper grammatical subjects were improved from the 
first test to the second test. It is obvious that changes in Question 4 and 7 
appeared because the participants could select proper subjects (“I” for Q4 / 
“we” for Q7) from multiple words in the test although they could not find 
subjects in Japanese sentences explicitly. In Question 2, the participants could 
select proper subject (the heavy rain) after the bottom-up instruction although 
the subject was inanimate. In Question 6, they could selected the proper 
subject (it), which is usually employed together with the verb seem for the 
function of guessing. In Question 5, the number of proper subject selection 
decreased. At the moment, the reason for this decrease is not clear for the 
present researcher. It is an issue for future study.  
 
7.4.3  Changes in the participants ’ perceptions of translation and writing 
     In order to capture the changes in the participants ’ perceptions, a 
questionnaire was administered to the participants a few days after the end of 
the experiment. For the questionnaire the five-point Likert scale was adopted, 
ranging “strongly agree”, “agree”, “neither agree or disagree”, “disagree” and 
“strongly disagree”.  
First, the average scores of the scale (maximum=5, minimum=1) for each 
question were figured up. Table 7.6 summarises the results of the 
questionnaire. Second, the rates of the choices by the participants for each 
question were also figured up. Third, in order to grasp the interrelation 
between each question, cross-tabulation tables were created. Finally, free 
comments by the participants on the Inter Japanese instruction (bottom-up 
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instruction) and English writing itself were analysed.  
As the responses to the first and second questions indicate, the Inter 
Japanese is not very familiar to the participants and is not very easy for them 
to use during the instruction. However, the many participants were aware that 
Inter Japanese would help them produce grammatical English sentences 
effectively. 
 
Table 7.6. Changes in the P articipants’ P erception ( n=79)
No. Question 5 4 3 2 1 avg.
1 Was it easy for you to produce the "inter-Japanese"sentence in STEP 1? 4 37 21 16 1 3.34
2 Have you found "inter-Japanese" sentence practical for STEP 2? 9 48 13 9 0 3.72
3 Did you start STEP 2 before STEP 1? 6 20 32 9 12 2.99
4 Did you utilise the "inter-Japanese"when you were engaged in STEP 3? 12 34 26 7 0 3.65
6
After the instruction, have you been paying attention to the subjct
selection in English sentences?
7 52 17 3 0 3.80
7
Have you been payig attention to the relation between subject and verb in
English sentences.
8 51 15 5 0 3.78
8
Are you realising the differences of the language structure between
English and Japanese?
11 46 18 4 0 3.81
9
Do you think that the grammatical oriented feedbacks on your writings
helped your writing?
18 51 8 2 0 4.08
10 Do you have more confidence in writing English than before? 0 19 33 23 4 2.85
11 Was the translation with "inter-Japanese" helpful for you? 12 52 11 4 0 3.91
12 Are you willing to using "inter-Japanese" next compostion or translation? 13 48 8 10 0 3.81
13 Will you recommend your juniors to get the instruction on writing which they got?14 35 22 5 2 3.69
NB: Question 5 was omitted.
 
 
Although it was worried that the participants would start STEP 2 before STEP 
1, they were engaged in their exercises from the top of the sheet (Question 3). 
This means that the responses for the rest of the questions represent the 
participants’ perceptions of translation and writing which have been fostered 
by the present experiment focused on Inter Japanese. The answers to the 
Question 5: “Which grammatical theme was the most impressive for you?” are 
following. The most impressive grammatical topic is “animate subject” (39.2%). 
The second one is “climate / seasons” (27.9%). The third one is “places” (20.2%). 
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The forth one is “ellipsis” (10.1%). The last one is “inanimate” (2.5%). We can 
see the maximum figure in Question 9: “Do you think that the grammatical 
oriented feedbacks on your writings helped your writing?” If we combine 
Options 5 and 4 as possible perceptions, 69 participants (87.3%) found the 
grammatical feedback on their composition useful. From the results of the 
Questions 11 and 12, a fairly large number of the participants (81.0% and 
77.2%) found Inter Japanese useful on their composition while they are not 
still confident to compose in English, which is shown by the result of Question 
10: “Do you have more confidence in writing English than before?” The 
bottom-up instruction with Inter Japanese has not increased the confidence of 
the participants in writing, and as a result, has not succeeded so well. This is 
probably because the period of the experiment was rather limited, and enough 
opportunities were not provide with the participants to try translation with 
Inter Japanese. It can be also said that their serious lapse of confidence in 
English composition was so strong that the treatment with only two-month 
instruction was not able to make it weaker. In order to make the participants 
be confident in English composition, it is necessary to improve the design of 
the instruction. Third, for assessing the interrelation between the questions, a 
few cross-tabulation tables are shown below. Table 7.7.1 shows that 39 
participants out of 79 (49.3%) became aware of the differences in the language 
structure between English and Japanese when they had been engaged in 
translation practice from Japanese into English, utilising Inter Japanese. 
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1 2 3 4 5 total
1 0 0 0 0 0 0
2 0 1 3 2 1 7
3 0 1 10 14 1 26
4 0 2 4 24 4 34
5 0 0 1 6 5 12
total 0 4 18 46 11 79
Table 7.7.1. Cross-tabulation Table-1
Question 4 & 8
Q.8: Are you realising the differences of the
language structure between English and
Japanese?
Q.4: Did you
utilise the Inter
Japanese when
you were
engaged in
STEP 3?  
 
From the results of Table 7.7.2 below, we can assume that 40 participants out 
of 79 (50.6%) had been paying attention to the relation between subject and 
verb in English sentences, utilising Inter Japanese. It is said that half of the 
participants had paid attention to the relation between subject and verb in 
composing English sentences, using Inter Japanese. 
 
1 2 3 4 5 total
1 0 0 0 0 0 0
2 0 1 3 2 1 7
3 0 2 8 15 1 26
4 0 2 3 27 2 34
5 0 0 1 7 4 12
total 0 5 15 51 8 79
Q.4: Did you
utilise the Inter
Japanese when
you were
engaged in
STEP 3?
Q.7: Have you been payig attention to the
relation between subject and verb in English
Table 7.7.2. Cross-tabulation Table-2
Question 4 & 7
 
 
From the result of Table 7.7.3 below, we can assume that only 18 participants 
out of 79 (22.8%) got confidence in writing English than before, finding the 
translation with Inter Japanese helpful for them. It can be said that they could 
realise the usefulness of Inter Japanese in their writing through the bottom-up 
instruction. However, they could not acquire the writing proficiency enough to 
express their opinion freely only through the small amount of instruction. It 
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can be also said that helping novice writers like the participants in this 
experiment to feel confident in writing English needs more elements for 
instruction, not only the translation ability. 
 
1 2 3 4 5 total
1 0 2 0 2 0 4
2 0 1 7 15 0 23
3 0 1 3 24 5 33
4 0 0 1 11 7 19
5 0 0 0 0 0 0
total 0 4 11 52 12 79
Table 7.7.3. Cross-tabulation Table-3
Question 10 & 11
Q.11: Was the translation with Inter Japanese
helpful for you?
Q.10: Do you
have more
confidence in
writing English
than before?
 
 
     Finally, we look at free comments from the participant. Some examples 
written by the participants are shown below. 
 
Participants Free comments
Pupil A
It was easy for me to translate Japanese sentences into English ones after making Inter
Japnese. I will use it on my English writing.
Pupil B
I used to make English sentences blindly before.  I found that I could produce
understandable English sentences easily with some steps for English composition.
Pupil C The concept of the Inter Japanese is difficult for me and I was not good at utilising it.
 
Pupil A gave a positive response to Inter Japanese. Pupil B wrote about her/his 
previous English writing experiences that he had not had any writing 
strategies but has realised that she/he needs some steps to complete proper 
English compositions. Pupil C gave a crucial advice to the present study. 
She/He felt a struggle in her/his mind when she/he made an English 
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composition through the treatment. She/He pointed out that Inter Japanese is 
not familiar to the participants because the structure of it is far from her / his 
first language but close to the target language. That is to say, producing the 
Inter Japanese is close to producing English, which has a subject predicate 
structure. For novice learners of English, producing a subject predicate 
structure is a big step. If they are able to produce Inter Japanese without any 
difficulties, they are not novice learners any more.  
     On the basis of the results of the questionnaire, it may be argued that as 
a whole the bottom-up instruction has nurtured positive perceptions about 
writing in English, although the present researcher is well aware that we 
cannot be certain about this since the same kind of the questionnaire was not 
conducted before the experiment to capture the changes in the perceptions of 
the participants. The bottom-up instruction has not increased the confidence of 
the participants in writing. There is another task remaining for the present 
researcher. 
 
7.5  Discussion 
     At the beginning of the present chapter, the present researcher presented 
the following three hypotheses;  
1) Japanese EFL learners will be able to pay attention to selection of 
grammatical subjects through utilising Inter Japanese, which makes 
grammatical agency explicit in Japanese sentences when they translate 
Japanese sentences into English. 
2) When Japanese EFL learners translate English sentences into Japanese 
ones, they will be able to produce more grammatical English sentences by 
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getting rid of their own ways of fixed translation habits, in which they 
tend to keep the idea that “-wa” or “-ga” are subject markers in Japanese.  
3) EFL learners increase their motivation for English writing through 
improving the grammaticality in their English writing.  
The results of the experiment have more or less verified the first and the 
second hypotheses. The third hypothesis was not verified as a whole as we 
could see in the result of the questionnaire. Although many participants gave 
positive free comments about the experimental lessons, some participants 
could not get used to translating English into Japanese through utilising Inter 
Japanese, which is meant of be a factitious Japanese sentence to make 
grammatical agency clear for Japanese learners in translating Japanese 
sentences into English sentences.  
In a nutshell, the present experiment has uncovered the following three 
major findings: 
1) The majority of the participants have paid attention to the grammatical 
subject in English sentences when they translate Japanese into English, 
utilising Inter Japanese. 
2) As a result of growing attention to the grammatical subject in English 
sentences on the part of the participants, the number of grammatical 
English sentences has increased.  
3) Most of the participants have come to realise that the Inter Japanese is 
useful for their English composition while there are still some pupils who 
have not become familiar with the new concept of Inter Japanese. 
In addition to the findings mentioned above, there remain several problems 
with the research design of the experiment described in this chapter. The most 
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crucial problem is that the present researcher could not establish, for an 
ethical reason, a control group at the school to capture the effects of the 
bottom-up instruction more on a statistical level. Another problem is the 
length of the experiment. It is very probable that the period of the experiment 
was rather too short to detect effects of the bottom-up instruction. Moreover, it 
is also necessary to reassess the suitability of the types of the sentences in both 
Japanese and English sentences prepared for the pre- and post-test. These 
problems certainly necessitate further research to assess effects of bottom-up 
instruction. 
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CHAPTER VIII   
 
 
Research IV 
Verifying the Effectiveness of Interactive Writing Instruction 
 
8.1  Purpose 
     The experiment was conducted for the purpose of verifying the 
effectiveness of Interactive Writing Instruction which integrates top-down 
instruction featuring concept mapping and bottom-up instruction featuring 
keyword-based composition in improving both the quantity (fluency) and the 
quality (accuracy) of English compositions to be written by Japanese EFL 
learners. 
 
8.2  Participants 
     The participants of this experiment were eighty Grade 11 EFL learners in 
two classes at a public upper secondary school in Tokushima Prefecture in 
Japan. These eighty pupils were divided into two groups; forty pupils in one 
class became the experimental group and another forty pupils in the other 
class became the control group. In the experimental treatment, the control 
group received top-down writing instruction featuring concept mapping while 
the experimental group received both top-down writing instruction and 
bottom-up writing instruction featuring keyword-based composition supported 
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by Inter Japanese. English compositions produced by these two groups in the 
pre-test and the post-test were used as the baseline data for investigating the 
effectiveness of Interactive Writing Instruction. As far as the homogeneity of 
these two groups in English proficiency is concerned, their performance data in 
the pre-test conducted as part of the experiment was utilised. To be more 
specific, the number of sentences and the number of grammatical sentences 
used in the pre-test composition were compared between the two groups. It was 
found that there existed no statistically significant differences in writing 
proficiency between the two groups. The exact data to support this 
homogeneity will be presented later in this chapter when we discuss the 
changes in the number of sentences and the number of grammatical sentences 
as barometers of the effectiveness of Interactive Writing Instruction. 
 
8.3  Framework 
The experiment was conducted for about a month, in June 2010 in 
collaboration with English teachers teaching at the public upper secondary 
school mentioned above. In all, eight regular English lessons in English 
writing for each group were allocated for the experiment. The pre-test was 
conducted before the experimental treatment and the post-test after the 
treatment in order to assess the effectiveness of Interactive Writing 
Instruction integrating top-down instruction and bottom-up instruction. The 
first twenty minutes in each regular writing lesson were assigned to the 
experimental treatment. The eight sessions allocated to the experiment 
comprised four units, with specific themes for compositions. The four themes 
for compositions were sequenced so that the participants could start with 
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writing about their daily-life experiences and move on gradually to writing 
about more abstract concepts. The four specific themes presented to the 
participants were “what (whom) you like”, “your strong and weak points”, 
“conditions for choice” and “what you can do with things”. Table 8.1 below 
summarises the framework of the experiment. 
 
Table 8.1. Schedule of the Experimental Treatment for Each Group
Theme of Compositions Experimental Group Control Group
1 Things what you like mapping & keywords & composition
2 A person whom you like mapping & keywords & composition
3 Strong points and weak points of school uniformsapping & keywords & composition
4 My strong points and weak points mapping & keywords & composition
5 Conditions for choosing my partners mapping & keywords & composition
6 Conditions for choosing my job mapping & keywords & composition
7 What we can do with a computer mapping & keywords & composition
8 What we can do with English mapping & keywords & composition
mapping & composition
mapping & composition
mapping & composition
mapping & composition
 
 
8.3.1  Pre-test (the first free composition) 
     The pre-test was conducted to grasp the participants’ writing proficiency 
at the beginning of the experiment and also to obtain the baseline data to 
assess the effectiveness of the experimental treatment. The participants were 
requested to write a free composition for the theme of “a mobile phone.” The 
time allowed for the participants to complete the composition was 10 minutes. 
They were not allowed to use a dictionary nor to discuss with their classmates. 
When they could not think of proper English words to write their thoughts 
down, they were advised to use Japanese katakana characters or Romaji 
(Roman alphabet) as substitutes for those English words. 
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8.3.2  Treatment for the control group 
     The control group received only top-down writing instruction featuring 
concept mapping from their English teacher as part of their regular lessons in 
English writing. The time allocated for each session of the experimental 
treatment was 20 minutes. In each unit, a model concept map was presented to 
the participants. This model concept map consists of several balloons 
connected with each other as in Figure 8.1 below (2): 
 
Figure 8.1 : A Model Concept Map in the Unit of “Conditions for Choosing My Job”
conditions for
choosing my job
skills location
 
 
The main theme of the unit (“Conditions for Choosing my Job” in this case) is 
presented in the central balloon in the map. Several related subthemes 
(keywords for writing) are presented in smaller balloons surrounding the 
central balloon. A few smaller balloons are left blank intentionally without any 
subthemes inside so that the participants can fill in those balloons with 
subthemes of their own choice.  
     The top-down instruction featuring concept mapping for the control group 
was carried out in these three steps.  
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Step 1: the participants received a worksheet on which a concept map  
similar to the model concept map was printed. 
Step 2: the participants were asked to complete the concept map, filling  
empty balloons with suitable keywords. 
Step 3: the participants were requested to write a composition on the 
given theme in the blank space on the worksheet.  
Thus the participants in the control group had to write a composition, referring 
exclusively to the concept map with keywords in each balloon, without 
receiving any explicit instruction on how to translate a set of keywords into 
English sentences. 
 
8.3.3  Treatment for the experimental group 
      The experimental group received both top-down writing instruction 
featuring concept mapping and bottom-up writing instruction featuring 
keyword-based composition from their English teacher as part of their regular 
lessons in English writing. This interactive treatment lasted for 20 minutes in 
each session. The reason keyword-based composition was adopted as the main 
feature of the bottom-up writing instruction is because the present 
researcher ’s previous studies (e.g. Fukushima, 2010) had disclosed that it is 
rather difficult for Japanese EFL learners to construct grammatical English 
sentences merely from a set of a few keywords concerning a given theme. 
Keyword-based composition is meant to provide learners with practice to 
convert several Japanese keywords into English sentences so that learners will 
have less difficulty in composing English sentences from a set of Japanese 
keywords in the concept mapping instruction.  
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     Keyword-based composition was supported by the use of Inter Japanese 
(Nakatsu, 1983; Araki, 1994) as a sort of mediator between sets of a few 
Japanese keywords and the construction of grammatical English sentences. 
The reason Inter Japanese was adopted to assist keyword-based composition is 
because Japanese EFL learners in general “tend to create their messages in 
Japanese and then translate them into English in their mind before they 
produce English sentences to communicate the messages” (Nishijima, 2008, 
p.70). This issue was taken up as early as in Meiji era by Sagawa (1910). He 
argued that “we, Japanese EFL learners, cannot avoid coming up  with ideas or 
concepts in our Japanese, studying English” in his EFL writing textbook for 
future English teachers in those days. 
     Let us suppose that learners are requested to translate a set of three 
Japanese keywords－Rokugatsu (June), ame (rain), ooi (a lot)－into an English 
sentence directly. It is quite probable that learners will make a Japanese 
sentence Rokugatsu wa ame ga ooi in their mind. Then they will probably 
choose June as the grammatical subject of an English sentence because they 
tend to assume that the Japanese particle wa functions as a subject-marker. 
This makes it rather difficult for them to produce a grammatical English 
sentence. The typical English sentence which is created by Japanese EFL 
learners from Rokugatsu wa ame ga ooi will be June is a lot of rain. This often 
happens unless they change the Japanese sentence into Rokugatsu wa ame ga 
yoku furu tsuki da or Rokugatsu wa ame no hi wo ooku motsu. These slightly 
modified Japanese expressions are usually called Inter Japanese since they 
stand between the original Japanese sentence (Rokugatsu wa ame ga ooi) and 
the target English sentence (June is the month when it rains a lot or June has 
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many rainy days), reflecting well the subject-predicate pattern typical of the 
English language. 
     Interactive Writing Instruction for the experimental group, which 
integrates top-down instruction featuring concept mapping and bottom-up 
instruction featuring keyword-based composition, took place in the following 
four steps. In Step 1, the participants received the same worksheet as the 
control group did, in which a model concept map was printed with some empty 
balloons. In Step 2, the participants were asked to complete the concept map, 
filling empty balloons with suitable keywords of their choice. In Step 3, the 
participants were first requested to think and make Inter Japanese sentences 
out of the given sets of Japanese keywords. Next, they were requested to make 
English sentences, referring to Inter Japanese sentences they had just created, 
as is shown in the following example of the Step 3 activity.  
 
 
STEP 3：Translate these Japanese into English with these 
following keywords with Inter Japanese. 
 
Shushoku   Outside Tokushima       ii  
             (outside Tokushima) 
Japanese：Watashiwa      shitai.  
  
      English：               
 
 
Finally in Step 4, the participants were required to write a free composition on 
the given theme in the blank space on the worksheet, referring to both the 
concept map completed in Step 2 and the English sentences which were created 
in Step 3. Thus the treatment for the experimental group followed almost the 
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same steps as those for the control group, except that they went through an 
additional step in which they received bottom-up writing instruction featuring 
keyword-based composition. 
 
8.3.4  Post-test (the second free composition) 
     The post-test was conducted to capture possible changes brought about by 
the experimental treatment. The participants were requested to write a free 
composition for the same theme (“a mobile phone”) and under the same set of 
conditions as in the pre-test. 
 
8.4  Results  
8.4.1  Method of analysis 
     In order to assess the effectiveness of Interactive Writing Instruction 
which integrates top-down writing instruction (concept mapping) and 
bottom-up writing instruction (keyword-based composition supported by Inter 
Japanese), the present researcher analysed the free compositions written by 
the experimental group and the control group in the pre-test and the post-test. 
In total, 74 compositions written by the two groups were analysed, excluding 
those who could not take either the pre-test or the post-test for one reason or 
another and those who wrote too little English to accommodate data analysis.  
     In the analysis of the obtained data, the focus was placed on the quantity 
and quality of the compositions written by the experimental and control groups 
in the pre-test and the post-test as a measure of the effects of the top-down 
treatment (concept mapping) and the bottom-up treatment (keyword-based 
composition supported by Inter Japanese) respectively. First, all the free 
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compositions written by all the participants in the pre-test and the post-test 
were fed into a computer. Second, in order to capture the improvement in the 
quantity (fluency) between the pre-test composition and the post-test 
composition, the number of words and sentences used in the compositions was 
counted. Third, in order to capture the improvement in the quality (accuracy) 
between the pre-test composition and the post-test composition, the number of 
the grammatical sentences produced by all the participants in the pre-test and 
the post-test was counted. In counting grammatical sentences, such local 
errors as misspellings or misused articles and prepositions were disregarded. 
Finally, in order to verify the statistical significance of the changes in the 
quantity and quality identified in the compositions between the pre-test and 
post-test, and between the experimental group and the control group, a 
two-way analysis of variance (ANOVA) was conducted with a view to 
uncovering some interaction between the experimental treatment for the 
control group and that for the experimental group. 
 
8.4.2  Effects of the top-down writing instruction 
     In order to capture the effects of the top-down instruction (concept 
mapping) in the experiment, i.e., quantitative changes in the free compositions 
written by the experimental group and the control group, the number of words 
produced by the participants of each group in the pre-test and post-test were 
counted and compared. Table 8.2 summarises the results. 
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Table 8.2. Changes in the Number of Words
Whole M SD Whole M SD Whole M
Experimental  (36) 1148 31.89 23.10 1620 45.00 22.74 472 ####
Control  (38) 1232 32.42 14.34 1647 43.34 15.01 415 10.9
dif
group n
pre post
 
 
Concerning the experimental group, the participants increased the number of 
words (tokens) in the post-test by 472 words as a whole group, i.e., 1.41 times 
the number of tokens in the pre-test. On an individual basis, the participants 
increased the number of tokens in the post-test by 13.1 tokens on average. 
Concerning the control group, the participants increased the number of tokens 
in the post-test by 415 tokens as a whole group, i.e., 1.34 times the number of 
tokens in the pre-test. Individually, the participants increased the number of 
tokens in the post-test by 10.9 tokens on average.  
In order to verify the effectiveness of this treatment in increasing the 
number of tokens statistically, the number of tokens of the two groups in the  
pre-test and post-test were analysed by a two-way ANOVA. Although the 
two-way ANOVA uncovered no interaction between the concept mapping 
instruction and the keywords-based composition instruction (F (1, 72) = 0.02, 
p=0, 89), the two-way ANOVA showed the main effects of the increase in the 
number of tokens (F (1, 72) = 51.51, p=0, 00). Even though the interaction 
effects were not statistically significant, the participants of the two groups 
increased the number of tokens significantly (see Figure 8.2). 
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Figure 8.2  Changes in the Number of Words (Tokens)
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Moreover, in order to capture the difference of the quality of vocabulary used 
by the participants, the numbers of types were counted and compared between 
the groups. The results are shown in Table 8.3 below. 
 
Table 8.3. Changes in the Number of Tokens and Types
group    n words pre post dif
token 1148 1620 472
type 274 301 27
ratio (%) 23.87 18.58 -5.29
token 1232 1647 415
type 262 305 43
ratio (%) 21.27 18.52 -2.75
 (36)
 (38)
Experimental
Control
 
 
Concerning the experimental group, the participants increased the number of 
types in the post-test by 27 types as a whole group, i.e., 1.10 times the number 
of types in the pre-test. Concerning the control group, the participants 
increased the number of types in the post-test by 43 types as a whole group, i.e., 
1.16 times the number of types in the pre-test. As a result of the treatment, the 
control group increased the number of types by 16 types more than the 
experimental group as a whole group. In addition to the changes in the number 
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of tokens and types, the changes in type/token ratio in the two free 
compositions were also compared. Concerning the experimental group, the 
type/token ratio decreased by 5.29 as a whole group while the control group 
decreased the ratio by 2.75 as a whole group. The experimental group 
increased the number of tokens more than the control group as a whole group 
after the treatment while the control group increased the number of types more 
than the experimental group as a whole group after the treatment.  
     Next, Table 8.4 maps out the number of the participants in terms of the 
degree of increase and decrease in the number of words (tokens) in the 
post-test. The figure 9 in the column of the number of participants of the 
experimental group, for example, means that nine participants of the 
experimental group increased the number of tokens in the second composition 
up to five tokens. 
 
Table 8.4. Distribution of th e Increases and Decreases in the Number of Words (Tokens)
group n  less -10 -5 0 5 10 20 30 more
Experimental  (36) 2 0 1 0 9 6 6 5 7
Control       (38) 3 2 6 0 5 4 10 6 3
 
 
Concerning the experimental group, 33 participants increased the number of 
tokens, three participants decreased the number of tokens and none of the 
participants used the same number of tokens in the second compositions. 
Concerning the control group, 28 participants increased the number of tokens, 
10 participants decreased the number of tokens and none of the participants 
used the same number of tokens in the second composition.  
     From Table 8.4, it is clear that a significant increase in the number of 
tokens as a whole group has been realised, not by a small number of the 
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participants, but by a wide range of the participants with varying competence 
in English. Furthermore, the number of the participants of the control group 
who decreased the number of tokens in their compositions is more than triple 
the number of the participants of the experimental group who decreased the 
number of tokens in their compositions. 
In order to verify the effectiveness of this treatment in increasing the 
number of tokens statistically, the number of tokens of two groups in the 
pre-test and the post-test were analysed by a two-way ANOVA. The descriptive 
statistics for the changes in the number of tokens of the two groups 
(experiment and control) are listed in Table 8.3. Although the two-way ANOVA 
uncovered no interaction between the concept mapping instruction and the 
keywords-based composition instruction (F (1, 72) = 0.02, p=0, 89), the two-way 
ANOVA showed the main effects of the increase in the number of tokens (F (1, 
72) = 51.51, p=0, 00). 
Next, the numbers of sentences produced by the participants of each 
group in the pre-test and the post-test were compared. 
 
Table 8.5.  Changes in the Number of Sentences
Whole M SD Whole M SD Whole M
Experimental (36) 154 4.28 2.55 218 6.06 2.38 64 1.78
Control
 
(38)
177 4.66 2.17 226 5.95 1.94 49 1.29
group n
pre post dif
 
 
Table 8.5 above summarises the results. Both the experimental group and the 
control group increased the number of sentences in the post-test. Concerning 
the experimental group, the participants increased the number of sentences in 
the post-test by 64 sentences as a whole group, i.e., 1.42 times the number of 
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sentences in the pre-test. On an individual basis, the participants increased 
the number of sentences in the post-test by 1.78 sentences on average. 
Concerning the control group, the participants increased the number of 
sentences in the post-test by 49 sentences as a whole group, i.e., 1.29 times the 
number of sentences in the pre-test. Individually, the participants increased 
the number of sentences in the post-test by 1.29 sentences on average.  
Table 8.6 maps out the number of the participants in terms of the degree 
of increase and decrease in the number of sentences in the post-test. 
 
Table 8.6. Distribution of the  Increases and  Decreases in the Number of Sentences
group n  less -1 0 1 2 3 4 more
Experimental  (36) 2 2 5 6 9 5 4 3
Control        (38) 3 4 6 8 8 5 2 2
 
 
Concerning the experimental group, 27 participants increased the number of 
sentences, five participants produced exactly the same number of sentences, 
and four participants decreased the number of sentences in the post-test. 
Concerning the control group, 25 participants increased the number of 
sentences, six produced exactly the same number of sentences, and seven 
participants decreased the number of sentences in the post-test. From Table 
8.6, it is clear that a significant increase in the number of sentences as a whole 
group has been realised, not by a small number of the participants, but by a 
wide range of the participants with varying competence in English.  Figure 8.3 
shows the results reported in Table 8.5 schematically. 
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Figure 8.3.  Changes in the Number of Sentences
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A two-way ANOVA uncovered no interaction between the experimental 
treatment for the control group featuring concept mapping and for the 
experimental group featuring concept mapping and keyword-based 
composition (F (1, 72) = 1.13, p=0.29). It also showed no main effects between 
the control group and the experimental group (F (1, 72) = 0.08, p=0.78). (This 
incidentally endorses the homogeneity between the control group and the 
experimental group in terms of writing proficiency to a certain degree.) 
However, it disclosed main effects within the groups (F (1, 72) = 44.40, p=0.00). 
A subsequent Bonferroni test indicated that significant differences exist 
between the average numbers of sentences produced by the participants in the 
pre-test and the post-test. To be more specific, the experimental group 
significantly increased the average number of sentences by 1.78 sentences in 
the post-test (from 4.28 to 6.06; t=7.73, df=35, p=0.00). Similarly, the control 
group significantly increased the average number of the sentences by 1.29 
sentences in the post-test (from 4.66 to 5.95; t=5.60, df=37, p=0.00). 
Even though the interaction effects were not  statistically significant, the 
two groups increased the number of sentences significantly in the post-test. 
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What is remarkable about these results is that the experimental group, who 
received only half of the amount of the concept mapping instruction the control 
group received, increased the number of sentences to a greater extent than the 
control group did. Two explanations are possible for this rather surprising 
result. First, the effect of concept mapping instruction in increasing the 
volume of compositions may result even with a shorter time of instruction. 
Secondly, and more importantly, keyword-based composition may have taught 
the experimental group how to write English sentences and thus may have 
given them some confidence in writing English. This in turn may have helped 
them to write more sentences in the post-test. In either way, it may be said 
that concept mapping combined with keyword-based composition may help 
EFL learners to increase the volume of their writing in free compositions.  
 
8.4.3  Effects of the bottom-up writing instruction 
     In order to capture the effects of the bottom-up instruction 
(keyword-based composition) for the experimental group, the number of 
grammatically correct sentences produced by the participants of each group in 
the pre-test and the post-test were counted and compared. Table 8.7 below 
summarises the results. 
 
Table 8.7. Changes in the Number of Grammatical Sentences
n % n % n %
Experimental  (36) 117/154 75.97 181/218 83.03 64 7.05
Control  (38) 134/177 75.71 172/226 76.11 34 0.40
group
pre post difference
n
 
 
Concerning the experimental group, the participants produced 117 
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grammatical sentences out of 154 sentences in the pre-test while they produced 
181 grammatical sentences out of 218 sentences in the post-test. They 
produced 65 more grammatical sentences in the post-test, i.e., 7.05-point 
increase in the percentage. Concerning the control group, the participants 
produced 134 grammatical sentences out of 177 sentences in the pre-test while 
they produced 172 grammatical sentences out of 226 sentences in the post-test. 
They produced 38 more grammatical sentences in the post-test, i.e., 0.40-point 
increase in the percentage. 
     In order to capture some possible difference in the degree of effectiveness 
of the two experimental treatments in increasing the number of grammatical 
sentences, the average numbers of grammatical sentences produced by the two 
groups in the pre-test and the post-test were compared on an individual basis. 
Table 8.8 summarises the results. Figure 8.4 shows the results reported in 
Table 8.7 schematically. 
 
Table 8.8. Average Number of Grammatical Sentences Produced by Individuals
M SD M SD
Experimental  (36) 3.25 2.27 5.03 2.22 1.78
Control   (38) 3.53 2.12 4.53 2.17 1.00
group
pre post
differencen
 
Figure 8.4.  Changes in the Number of Grammatical Sentences
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A two-way ANOVA uncovered no interaction between the experimental 
treatment for the control group featuring concept mapping and that for the 
experimental group featuring concept mapping and keyword-based 
composition (F (1, 72) = 2.64, p=0.11). It also showed no main effects between 
the control group and the experimental group (F (1, 72) = 0.06, p=0.80).  
However, it disclosed main effects within the groups (F (1, 72) = 33.75, p=0. 00). 
A subsequent Bonferroni test indicated that significant differences exist 
between the average numbers of grammatical sentences produced by the 
participants in the pre-test and the post-test for the both groups. To be more 
specific, the experimental group significantly increased the average number of 
grammatical sentences by 1.78 sentences in the post-test (from 3.25 to 5.03, 
t=7.44, df=35, p=0.00). Similarly, the control group significantly increased the 
average number of grammatical sentences by 1.00 sentences in the post-test 
(from 3.52 to 4.53, t=4.18, df=37, p=0.00). 
Although we did not obtain a statistically significant interaction effect 
between the top-down instruction featuring concept mapping and the 
interactive instruction featuring both concept mapping and keyword-based 
composition, we can detect a tendency in which the interactive instruction 
integrating both top-down instruction (e.g., concept mapping) and bottom-up 
instruction (e.g., keyword-based composition) will be more effective than the 
top-down instruction alone in increasing the quality of compositions written by 
EFL learners. 
     As to the reason why we could not obtain a statistically significant 
interaction effect between the top-down instruction and the interactive 
instruction in our experiment, several explanations may be possible. First, the 
113 
 
period of the experimental treatment may have been too short to get 
statistically significant changes in quality. Only eight sessions at the public 
upper secondary school were allocated for the one-month experiment. Secondly, 
the keyword-based composition which was adopted as bottom-up instruction 
may not have been bottom-up truly enough for the participants of the 
experiment. We might have obtained different results if more 
grammatically-focused instruction such as simple Japanese-English 
translation exercises or sentence scrambling exercises was adopted in place of 
keyword-based composition. Finally, the top-down instruction (concept 
mapping) which was adopted for the experiment may have been somewhat 
instrumental in increasing the quality, namely the grammaticality of the 
participants’ compositions. It is quite probable that the participants may have 
got some confidence in English writing through concept mapping instruction 
and that this confidence may have helped the participants, especially those in 
the control group, to write better English sentences even without receiving 
explicit grammatical instruction from their teachers. These issues are to be 
examined carefully in further research. 
 
8.4.4  Effects of Interactive Writing Instruction on the participants’  
       perceptions 
     In order to capture the changes in the participants’ perceptions about 
English writing, a questionnaire was administered to the participants soon 
after the post-test was conducted. Table 8.9 summarises the results of the 
questionnaire. 
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Table 8.9. Result of  the Questionaries (n=77)
Experimental Control Whole
 (n=39)  (n=38) (n=77)
1 Did you ofetn use your dictionary during this instruction? 3.33 2.97 3.16
3 Have you found mappijng useful during your composition? 3.90 3.71 3.81
4 Will you try to use mapping next time? 3.33 3.00 3.17
6 Can you write faster than before? 3.05 3.08 3.06
7 Has mapping helped  you striking uopn your ideas? 3.26 3.05 3.16
8 Has mapping increased the number of your sentences you write? 3.23 3.24 3.23
9 Has mapping increased your composition's coherence? 3.10 2.89 3.00
10 Has the instruction helped you to compose grammatical sentences? 2.72 2.63 2.68
11 Has the process of creating from keywords to sentences helped you in compositions? 3.67 ― 3.67
12 Has keywords composition helped your English composition? 3.85 ― 3.85
13 Did the feedback for your compositions benefit you? 3.92 3.82 3.87
14 Has this instruction made it easier for you to write free composition? 3.21 3.29 3.25
15 Is mapping instruction beneficial for you? 3.77 3.79 3.78
16 Is keywords composition instruction beneficial for you? 3.67 ― 3.67
17 Do you recommend your junior students to study mapping? 3.72 3.58 3.65
18 Do you recommend your junior students to study keywords composition? 3.72 ― 3.67
NB: 5=strongly agree, 4=agree, 3=neither agree nor disagree, 2=disagree, 1=strongly disagree
No Questions
 
 
The participants were required to answer all the eighteen questions which 
were prepared except two questions (Q2: Have you ever learned concept 
mapping before? and Q5: Which theme of composition was the most impressive 
for you?) by five–point Likert scale, ranging from “5. strongly agree” to “1. 
strongly disagree.” The participants of the experimental group were required 
to answer four additional questions which asked them about bottom-up 
instruction featuring keyword-based composition. To Q2 “Have you ever 
learned mapping before?” 17 participants (i.e., 22%) answered “Yes” and 60 
participants (i.e., 78%) answered “No.” As the responses to Q2 indicate, the 
majority of the participants had not learned concept mapping before. Therefore, 
we can safely assume that the responses for the rest of the questions represent 
the participants’ perceptions of concept mapping and English writing which 
have been fostered by the present experiment involving concept mapping. As a 
whole group, if we combine Options 5 and 4 as positive perceptions and Options 
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2 and 1 as negative ones, the perceptions of participants were more negative 
than positive only in one question (Q10) out of the eighteen, and neither 
positive nor negative in Q9. In the rest of the questions, the perceptions in 16 
out of 18 questions were positive among the experimental group while the 
perceptions in 12 out of 14 questions were positive among the control group. It 
was quite relief for the present researcher that 68 participants (78.3%) found 
concept mapping useful (Q2) and that 31 participants of the experiment group 
(79.5%) found keyword-based composition useful (Q15). On the basis of the 
results of the questionnaire, it may be argued that as a whole concept mapping 
instruction and keyword-based composition instruction have nurtured positive 
perceptions about writing instruction in English, although we cannot be 
certain about this since the same kind of questionnaire was not conducted 
before the experiment to capture the changes in the perceptions of the 
participants more exactly. 
 
8.5  Discussion 
     The purpose of the experiment was to verify the effectiveness of  
Interactive Writing Instruction which integrates top-down instruction 
featuring concept mapping and bottom-up instruction featuring keyword-based 
composition supported by  in improving both the quantity (fluency) and the 
quality (accuracy) of English compositions to be written by upper secondary 
school pupils. In order to accomplish this purpose, the one-month experiment 
was conducted with upper secondary school pupils as the participants. The 
results of the experiment have not statistically verified the effectiveness of the 
interactive instruction on the whole against the top-down instruction alone in 
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increasing not only the quantity but also the quality of compositions written by 
upper secondary school pupils. 
     There is a task remaining for the present researcher. The concept 
mapping instruction and keyword-based composition supported by Inter 
Japanese has not increased the confidence of the participants in producing 
grammatical English sentences (Q10), and as a result, has not succeeded so 
well in convincing the participants into increasing their confidence in writing 
(Q14). This is probably because the period of the experiment was rather limited, 
and the participants were not provided with enough opportunities to try 
producing their compositions. Consequently, another experiment was planned 
which is to be described in Chapter IX. 
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CHAPTER IX   
 
 
Research V 
Further Verifying the Effectiveness of  
Interactive Writing Instruction 
 
9.1  Purpose 
     The experiment was conducted for the purpose of further verifying the 
effectiveness of Interactive Writing Instruction which integrates top-down 
instruction featuring concept mapping and bottom-up instruction featuring 
keyword-based composition supported by Inter Japanese in improving both the 
quantity (fluency) and the quality (accuracy) of English compositions to be 
written by Japanese EFL learners. In order to further verify the effectiveness 
of Interactive Writing Instruction, the period and the frequency of the 
treatment were doubled against those in the experiment reported in Chapter 
VIII. 
 
9.2  Participants 
     The participants of this experiment were eighty-three Grade 11 EFL 
learners in two classes at a public upper secondary school in Tokushima 
Prefecture in Japan. These eighty-three pupils were divided into two groups; 
forty-two pupils in one class became the experimental group and another 
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forty-one pupils in the other class became the control group. In the 
experimental treatment, the control group received top-down writing 
instruction featuring concept mapping while the experimental group received 
both top-down writing instruction featuring concept mapping and bottom-up 
writing instruction featuring keyword-based composition. Before the pre-test, 
the participants were required to be engaged in a proficiency test created by 
the present researcher in order to investigate the homogeneity of these two 
groups. The proficiency test consists of three sorts of questions; vocabulary 
questions, rearranging word into a sentence, a cloze test. The total score of this 
proficiency test was 70 points. The average scores of the proficiency test by the 
two groups were as follows: the experimental group obtained 36.48 points 
while the control group obtained 38.54. This result indicates the homogeneity 
of these two groups in English proficiency. Moreover, English compositions 
produced by these two groups in the pre-test and the post-test were used as the 
baseline data for investigating the effectiveness of interactive writing 
instruction. To be more specific, the number of sentences and the number of 
grammatical sentences used in the pre-test composition were compared 
between the two groups. It was found that there existed no statistically 
significant differences in writing proficiency between the two groups. The 
exact data to support this homogeneity of the two groups in the pre-test will be 
presented later in the results of the experiment when the changes in the 
number of sentences and the number of grammatical sentences are discussed 
as barometers of the effectiveness of interactive writing instruction.  
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9.3  Framework 
The experiment was conducted for around two months, from the 
beginning of May to the end of June of 2011 in collaboration with an English 
teacher teaching at the public upper secondary school mentioned above. In all, 
twelve regular English lessons in English writing for each group were 
allocated to the experiment. The pre-test was conducted before the 
experimental treatment and the post-test after the treatment in order to assess 
the effectiveness of Interactive Writing Instruction integrating top-down 
instruction and bottom-up instruction. The first twenty minutes in each 
regular writing lesson were assigned to the experimental treatment. Table 9.1 
summarises the framework of the treatment. Twelve sessions allocated to the 
experiment comprised six units, with specific themes for compositions. The six 
themes for compositions were sequenced so that the participants could start 
with writing about their daily-life experiences and move on gradually to 
writing about more abstract concepts as in the experiment reported in Chapter 
VIII.  
 
Table 9.1 Schedule of theExperimental  Treatment for Each Group
Experimental Group Control Group
1 Demonstration of concept mapping Mapping Mapping
2 People whom I like Mapping & Keyword composition Mapping
3 Strong and weak points of school uniformsMapping & Keyword composition Mapping
4 Strong and weak points of school lunch Mapping & Keyword composition Mapping
5 As for my partner Mapping & Keyword composition Mapping
6 As for my job Mapping & Keyword composition Mapping
7 Dogs or cats? Mapping & Keyword composition Mapping
8 The news paper or the television? Mapping & Keyword composition Mapping
9 How to use a cool scarf Mapping & Keyword composition Mapping
10 How to use an electronic dictionary Mapping & Keyword composition Mapping
11 What We Can Do With English Mapping Mapping
12 What We Can Do With English Keyword composition & Composition Composition
Treatment
Theme of Composition 
5
6
2
3
4
1
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The specific themes presented to the participants were “people whom I like,” 
“strong and weak points,” “conditions for choice,” “contrast issues,” 
“instruction manual”, and “what we can do with English.” 
 
9.3.1  Pre-test (the first free composition) 
     The pre-test was conducted to grasp the participants’ writing proficiency 
at the beginning of the experiment and also to obtain the baseline data to 
assess the effectiveness of the experimental treatment. The participants were 
requested to write a free composition for the theme of “a mobile phone.” The 
time allowed for the participants to complete the composition was 10 minutes. 
They were neither allowed to use a dictionary nor to discuss with their 
classmates. When they could not think of proper English words to write their 
thoughts down, they were advised to use Japanese katakana characters or 
Romaji (Roman alphabet) as substitutes for those English words in order to 
prevent them from dropping off from writing compositions. 
     Before the treatment, the present researcher confirmed that there were 
no statistically significant differences in the number of words, sentences and 
grammatical sentences between the two groups. (t(78)=0.23, p=0.81), 
(t(78)=0.52, p=0.61) and (t(78)=1.38, p=0.17). 
 
9.3.2  Treatment for the control group 
     The control group received only top-down writing instruction featuring 
concept mapping from their English teacher as part of their regular lessons in 
English writing. The time allocated to each session of the experimental 
treatment was 20 minutes. In each unit, a model concept map including 
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Japanese keywords (English words are written in Figure 9.1) was presented to 
the participants. This hierarchical concept map consists of several balloons 
connected with each other as in Figure 9.1 below. The main theme of the unit 
(“School Lunch” in this case) is presented in the top balloon within the 
hierarchical concept map. Two subthemes (keywords for writing) are presented 
in two small balloons under the top balloon showing the main theme. From 
these two small balloons are hanging a few smaller balloons. 
 
Figure 9.1.  A model of Concept Map in the Unit of
"Good points and bad points of school lunch"
SCHOOL LUNCH
Bad Points
Good Points
 
 
The smaller balloons are left blank so that the participants can fill in those 
balloons with subthemes of their own choice.  
     The top-down instruction featuring concept mapping for the control group 
was carried out in these three steps.  
Step 1: the participants received a worksheet on which a concept map  
with a few keywords in Japanese was printed. 
Step 2: the participants were requested to complete the concept map,  
filling empty balloons with suitable keywords in Japanese. 
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Step 3: the participants were requested to make an English composition  
on the given theme in the blank space on the worksheet, referring to the 
concept map they created. 
Thus the participants in the control group had to write a composition, referring 
exclusively to the concept map with keywords in each balloon, without 
receiving any explicit grammatical instruction on how to translate a set of 
keywords into English sentences. 
 
9.3.3  Treatment for the experimental group 
      The experimental group received both top-down writing instruction 
featuring concept mapping and bottom-up writing instruction featuring 
keyword-based composition supported by Inter Japanese from their English 
teacher as part of their regular lessons in English writing. This interactive 
treatment lasted for 20 minutes in each session. The reason keyword-based 
composition supported by Inter Japanese was adopted as the main feature of 
the bottom-up writing instruction is because the present researcher ’s previous 
studies (e.g. Fukushima, 2009; Fukushima, 2010) had disclosed that it is 
rather difficult for Japanese EFL learners to construct grammatical English 
sentences merely from a set of a few keywords concerning a given theme. The 
bottom-up instruction is meant to provide learners with practice to convert 
several Japanese keywords into English sentences through Inter Japanese so 
that learners will have less difficulty in composing English sentences from a 
set of Japanese keywords. 
     Keyword-based composition was supported by the use of Inter Japanese 
(Nakatsu, 1983; Araki, 1994) as a sort of mediator between sets of a few 
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Japanese keywords and the construction of grammatical English sentences. 
Let us suppose that learners are requested to translate a set of three Japanese 
keywords－Watashino keitaidenwa (my mobile phone), telebi (TV), mireru (can 
watch)－into an English sentence directly. It is quite probable that learners 
will make a Japanese sentence Watashino keitaidenwa wa telebiga mireru in 
their mind. Then they will probably choose my mobile phone as the 
grammatical subject of an English sentence because they tend to assume that 
the Japanese particle wa functions as a subject-marker (cf. Chapter VI). This 
makes it rather difficult for them to produce a grammatical English sentence. 
The typical English sentence which is created by Japanese EFL learners from 
Watashino keitaidenwa wa telebi ga mireru will be My mobile phone can watch 
TV. This often happens unless they change the Japanese sentence into 
Watashiha keitaidenwade telebi ga mireru or Watashino keitaidenwa wa 
teleboi wo utsusu kotogadekiru. These slightly modified Japanese expressions 
are usually called Inter Japanese since they stand between the original 
Japanese sentence (Watashino keitaidenwa wa telebi ga mireru) and the target 
English sentence (I can watch TV with my mobile phone or My mobile phone 
can show me the TV programs.), reflecting well the subject-predicate pattern 
typical of the English language. 
     Interactive Writing Instruction for the experimental group, which 
integrates top-down instruction featuring concept mapping and bottom-up 
instruction featuring keyword-based composition supported by Inter Japanese, 
took place in the following four steps.  
Step 1: the participants received the same worksheet as the control group  
did, in which a model concept map was printed with some empty balloons.  
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Step 2: the participants were asked to complete the concept map, filling  
empty balloons with suitable keywords of their choice. 
Step 3: the participants were first requested to think and make Inter  
Japanese sentences out of the given sets of Japanese keywords. Next, 
they were requested to make English sentences, referring to Inter 
Japanese sentences they had just created, as is shown in the       
following example of the Step 3 activity (the worksheet presented       
to the participants was written in Japanese).  
 
 
STEP 3：Translate these Japanese into English with these 
following keywords with Inter Japanese. 
 
Shushoku   Outside Tokushima       ii  
             (outside Tokushima) 
Japanese：Watashiwa      shitai.  
  
      English：               
 
 
Step 4: the participants were required to write a free composition on the  
given theme in the blank space on the worksheet, referring to both        
the concept map completed in Step 2 and the English sentences        
which were created in Step 3.  
Thus the treatment for the experimental group followed almost the same steps 
as those for the control group, except that they went through an additional step 
in which they received bottom-up writing instruction featuring keyword-based 
composition supported by Inter Japanese. 
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9.3.4  Post-test (the second free composition) 
     The post-test was conducted to capture possible changes brought about by 
the experimental treatment. The participants were requested to write a free 
composition for the same theme (a mobile phone) and under the same set of 
conditions as in the pre-test. 
 
9.4  Results 
9.4.1  Method of analysis 
     In order to assess the effectiveness of Interactive Writing Instruction 
which integrates top-down instruction (concept mapping) and bottom-up 
instruction (keyword-based composition supported by Inter Japanese), the 
present researcher analysed the free compositions produced by the 
experimental group and the control group in the pre-test and the post-test. In 
total, 80 compositions produced by the two groups were analysed, excluding 
those who could not take either the pre-test or the post-test for one reason or 
another and those who wrote too little English to accommodate data analysis 
as in the experiment reported in the previous chapter.  
     In the analysis of the obtained data, the focus was placed on the quantity 
(fluency) and quality (accuracy) of the compositions written by the 
experimental and control groups in the pre-test and post-test as a measure of 
the effects of the top-down treatment (concept mapping) and the bottom-up 
treatment (keyword-based composition supported by Inter Japanese) 
respectively. First, all the free compositions written by all the participants in 
the pre-test and the post-test were fed into a computer. Second, in order to 
capture the improvement in the quantity (fluency) between the pre-test 
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composition and the post-test composition, the number of words and sentences 
produced in the compositions was counted. Third, in order to capture the 
improvement in the quality (accuracy) between the pre-test composition and 
the post-test composition, the number of the grammatical sentences produced 
by all the participants in the pre-test and the post-test was counted. In 
counting grammatical sentences, such local errors as misspellings or misused 
articles and prepositions were disregarded. Finally, in order to verify the 
statistical significance of the changes in the quantity (fluency) and quality 
(accuracy) identified in the compositions between the pre-test and the post-test, 
and between the experimental group and the control group, a two-way analysis 
of variance (ANOVA) was conducted with a view to uncovering some 
interaction between the experimental treatment for the control group and that 
for the experimental group. 
 
9.4.2  Effects of the top-down writing instruction 
     In order to capture the effects of the top-down instruction (concept 
mapping) in the experiment, i.e., quantitative changes in the free compositions 
written by the experimental group and the control group, the numbers of words 
produced by the participants of each group in the pre-test and post-test were 
counted and compared. Table 9.2 summarises the results. 
 
Table 9.2. Changes in the Number of Words
Whole M SD Whole M SD Whole M
Experimental (40) 1321 32.15 22.93 1507 37.68 22.67 186 5.53
Control (40) 1300 33.18 14.84 1836 46 13.83 536 12.8
dif
group n
pre post
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Concerning the experimental group, the participants increased the number of 
words in the post-test by 186 words as a whole group, i.e., 1.14 times the 
number of words in the pre-test. On an individual basis, the participants 
increased the number of words in the post-test by 5.53 words on average. 
Concerning the control group, the participants increased the number of words 
in the post-test by 536 words as a whole group, i.e., 1.41 times the number of 
words in the pre-test. Individually, the participants increased the number of 
words in the post-test by 12.82 words on average.  
In order to verify the effectiveness of this treatment in increasing the 
number of words statistically, the number of words of the two groups in the  
pre-test and the post-test was analysed by a two-way ANOVA. The two-way 
ANOVA uncovered no interaction between the top-down instruction (concept 
mapping) and Interactive Writing Instruction (concept mapping and 
keywords-based composition) (F (1, 78) = 1.64, p=0, 20). However, the two-way 
ANOVA disclosed the main effects of the increase in the number of words 
within the groups (F (1, 78) =17.55, p=0, 00). A subsequence Bonferroni test 
indicated that a statistically significant difference exists between the average 
number of words produced by the participants in the pre-test and the post-test. 
The experimental group significantly increased the average number of words 
by 5.52 words in the post-test (from 32.15 to 37.68, t=2.52, df=39, p=0.01) while 
the control group significantly increased the average number of words by 12.83 
words in the post-test (from 33.18 to 46.00, t=5.86, df=39, p=0.00). Even though 
the interaction effects were not statistically significant, both the experimental 
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group and the control group increased the number of words significantly 
although the increase in the number of words was greater for the control group 
(see Figure 9.2).  
 
Figure 3 : Changes of the number of tokens
Figure 9.2. Changes in the Number of Words (Tokens)
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Table 9.3 maps out the number of the participants in terms of the degree 
of increase and decrease in the number of words in the post-test. The figure “9” 
in the column of the number of the participants of the experimental group, for 
example, means that nine participants of the experimental group increased the 
number of words in the second composition up to five words. 
 
Table 9.3. Distribution of th e Increases and Decreases in the Number of Words
group n  less than 10 -10 -5 0 5 10 20 more than 30
Experimental (40) 11 1 3 1 9 6 6 3
Control     (40) 3 3 3 1 6 8 9 7
 
 
Concerning the experimental group, 24 participants increased the number of 
words, 15 participants decreased the number of words and one participant 
used the same number of words in the second composition. Concerning the 
control group, 30 participants increased the number of words, nine 
participants decreased the number of words and one participant used the same 
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number of words in the second composition (post-test). Table 9.3 indicates that 
the significant increase in the number of words as a whole group has been 
realised, not by a small number of able participants, but by a wide range of 
participants with varying competence in English.  
Surprisingly, the number of the participants of the experimental group 
who decreased the number of words in their compositions is about double the 
number of the participants of the control group who decreased the number of 
words in their compositions. The reason why 15 participants in the 
experimental group decreased the number of words in their composition is 
probably because they decreased their motivation for writing during the 
treatment, according to the teacher who conducted this treatment. The 
reflection in the previous experiments reported in Chapter VIII has hinted that 
the feedback on their compositions during the treatment might have been one 
of the variables which had affected the participants’ performance in the 
post-test. Therefore, the present researcher decided not to give any feedback on 
the participants’ compositions during this treatment. This may have caused 
the decrease of the participants’ motivation for writing and led the participants 
to write less in the post-test. 
Next, the numbers of sentences produced by the participants of each 
group in the pre-test and the post-test were compared. Table 9.4 below 
summarises the result of the comparison. 
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Table 9.4. Changes in the Number of Sentences
Whole M SD Whole M SD Whole M
Experimenta
l
(40) 173 4.53 2.94 204 5.10 2.66 31 0.57
Control  (40) 171 4.28 1.60 232 5.80 1.74 61 1.52
group n
pre post dif
 
 
Both the experimental group and the control group significantly increased the 
number of sentences in the post-test. Concerning the experimental group, the 
participants increased the number of sentences in the post-test by 31 sentences 
as a whole group, i.e., 1.18 times the number of sentences in the pre-test. On 
an individual basis, the participants increased the number of sentences in the 
post-test by 0.57 sentences on average. Concerning the control group, the 
participants increased the number of sentences in the post-test by 61 sentences 
as a whole group, i.e., 1.36 times the number of sentences in the pre-test. 
Individually, the participants increased the number of sentences in the 
post-test by 1.52 sentences on average.  
In order to verify the effectiveness of this treatment in increasing the 
number of sentences statistically, the number of sentences of the two groups in 
the  pre-test and the post-test were analysed by a two-way ANOVA. The 
two-way ANOVA uncovered no interaction between the experimental treatment 
for the control group featuring concept mapping and that for the experimental 
group featuring concept mapping and keyword-based composition (F (1, 78) 
=0.27, p=0.61). However, it disclosed the main effects of the increase in the 
number of sentences within the groups (F (1, 78) = 14.34, p=0.00). A 
subsequent Bonferroni test indicated that significant differences exist between 
the average numbers of sentences produced by the participants in the pre-test 
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and the post-test. To be more specific, the experimental group significantly 
increased the average number of sentences by 0.57 sentences in the post-test 
(from 4.53 to 5.10; t=2.07, df=39, p=0.04). Similarly, the control group 
significantly increased the average number of the sentences by 1.52 sentences 
in the post-test (from 4.28 to 5.80; t=5.50, df=39, p=0.00). Figure 9.3 in the next 
page shows the results reported in Table 9.4 schematically.  
Figure 9.3. Changes in the Number of Sentences
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Table 9.5 maps out the number of the participants in terms of the degree 
of increase and decrease in the number of sentences in the post-test. 
 
Table 9.5. Distribution of the  Increases and  Decreases in the Number of Sentences
group n  less -1 0 1 2 3 4 more
Experimental  (40) 9 7 5 6 2 4 3 4
Control        (40) 5 2 2 9 9 8 3 2
 
 
Concerning the experimental group, 19 participants increased the number of 
sentences, five participants produced exactly the same number of sentences, 
and 16 participants decreased the number of sentences in the post-test. 
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Concerning the control group, 31 participants increased the number of 
sentences, two participants produced exactly the same number of sentences, 
and seven participants decreased the number of sentences in the post-test. 
From Table 9.5, it is clear that a significant increase in the number of 
sentences as a whole group has been realised, not by a small number of the 
participants, but by a wide range of the participants with varying competence 
in English. Even though the interaction effects were not  statistically 
significant, the two groups increased the number of sentences significantly in 
the post-test. The control group, who received only top-down instruction 
(concept mapping), increased the number of sentences to a greater extent than 
the experimental group did. This is not surprising at all because they received 
twice as much top-down instruction as the experimental group. 
 
9.4.3  Effects of the bottom-up writing instruction 
     In order to capture the effects of the bottom-up instruction 
(keyword-based composition supported by Inter Japanese) for the experimental 
group, the number of grammatically correct sentences produced by the 
participants of each group in the pre-test and post-test were counted and 
compared. In order to grasp more accurately the degree of improvement in 
grammaticality, the participants ’ performance in the pre-test and the post-test 
was converted into scores (100 points maximum). Suppose that Participant A 
produces five sentences in the pre-test, and four of them are grammatical 
sentences. In this case, Participant A obtains 80 scores. This calculation was 
conducted for all the participants and for the pre-test and the post-test. Table 
9.6 below summarises the results. 
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Table 9.6. Changes in the Scores of Grammaticality
M SD M SD
Experimental  (40) 67.58 34.62 77.00 28.92 9.42
Control   (40) 71.62 28.52 73.90 20.63 2.28
differencegroup n
pre post
 
 
Concerning the experimental group, the participants obtained 67.58 points on 
average in the pre-test while they obtained 77.00 points on average in the 
post-test. They increased their grammaticality by 9.42 points. Concerning the 
control group, the participants obtained 71.62 points on average in the pre-test 
while they obtained 73.90 points on average in the post-test. They increased 
their grammaticality by 2.28 points.  
In order to verify the effectiveness of this treatment in increasing the 
grammaticality of the participants’ free compositions statistically, the 
grammaticality scores of the two groups in the pre-test and post-test were 
analysed by a two-way ANOVA. The two-way ANOVA uncovered no interaction 
between the experimental treatment for the control group featuring concept 
mapping and that for the experimental group featuring concept mapping and 
keyword-based composition supported by Inter Japanese (F (1, 78) =0.01, 
p=0.93).It also disclosed no main effects of the increase in grammaticality 
within the groups (F (1, 78) = 0.92, p=0.34). However, a comparison of the 
scores in the pre-test and the post-test for each group disclosed that the 
experimental group improved their grammaticality statistically significantly 
in the post-test (from 67.58 to 77.00; t=2.54, df=39, p=0.01) while the increase 
in grammaticality of the control group was not statistically significant (from 
71.62 to 73.90; t=0.61, df=39, p=0.54). Figure 9.4 presented in the next page 
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shows the results reported in Table 9.6 schematically. 
Although we did not obtain a statistically significant interaction effect 
between the top-down instruction featuring concept mapping and the 
interactive instruction featuring both concept mapping and keyword-based 
composition, we can detect a tendency in which the interactive instruction 
integrating both top-down instruction and bottom-up instruction will be more 
effective than the top-down instruction alone in increasing the quality 
(grammaticality) of compositions to be written by EFL learners. 
 
Figure9.4 . Changes in the Scores of Grammaticality
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9.4.4  Effects of Interactive Writing Instruction on the participants’  
       perceptions 
     In order to capture the changes in the participants’ perceptions about 
English writing, a questionnaire was administered to the participants soon 
after the post-test was conducted. The questionnaire for the experimental 
group had eighteen questions while the questionnaire for the control group had 
sixteen questions. Both groups were also asked to provide personal comments 
at the end of the questionnaire. The numbers of the participants who answered 
135 
 
the questions were 42 for the experimental group and 38 for the control group.  
All the participants were required to answer the questions by a five-point 
Likert scale, ranging from “5. strongly agree” to “1. strongly disagree.” Table 
9.7 summarises the results of the questionnaire by showing the average points 
in the five-point Likert scale. Since the median point is 3.00, the averages over 
3.00 indicate positive responses from the participants. 
 
Table 9.7.  Result of the Questionnaire
Class E Class C Whole
(n =42) (n =38) (n =80)
1 Have you often made English compositions? 1.66 1.45 1.56
3 Does Japanese grammatical knowledge work on your English compositions
well?
2.93 2.79 2.86
4 Do you recognise that the grammatical subject in Japanese and English is same? 3.07 3.00 3.04
6 Will you try to use mapping next time? 2.86 2.74 2.80
8 Can you write faster than before? 2.83 3.00 2.92
9 Has mapping helped  you striking upon your ideas? 2.93 3.26 3.10
10 Has mapping increased the number of your sentences you write? 2.93 2.92 2.93
11 Has mapping increased your composition's coherence? 2.88 2.89 2.89
12 Has the instruction helped you to compose grammatical sentences? 2.67 2.53 2.60
13
(E)Has the process of creating from keywords to sentences helped you in
compositions? / (C) Did you want grammatical instruction?
3.55 4.08 3.82
14 Has this instruction made it easier for you to write free composition? 2.81 2.76 2.79
15 Is mapping instruction beneficial for you? 3.10 3.50 3.30
16 Is keywords composition instruction beneficial for you? 3.31 - 3.31
17 Do you recommend your junior students to study mapping? 3.38 3.39 3.39
18 Do you recommend your junior students to study keywords composition? 3.40 - 3.40
NB: 5=strongly agree, 4=agree, 3=neither agree nor disagree, 2=disagree, 1=strongly disagree
QuestionsQ
 
The experimental group was required to answer all the eighteen questions 
while the control group was required to answer the sixteen questions excluding 
Q16 and Q18. Table 9.7 excludes the results to three questions (Q2, Q5 and Q7), 
which required the participants to answer the questions by a non-Likert scale. 
The analysis given below is based on the responses by the whole group 
(both the experimental group and the control group). The answer to Q1 from 
the participants indicates that the participants have seldom had opportunities 
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to make English compositions as a whole even in lessons of English expression. 
To Q2 “Have you ever learned mapping before?” 23 participants (29%) 
answered “Yes” and 56 participants (71%) answered “No.” One gave no answers. 
As the responses to Q2 indicate, the majority of the participants had not 
learned concept mapping before. Therefore, we can safely assume that the 
responses for the rest of the questions represent the participants ’ perceptions 
of concept mapping and English writing which have been fostered by the 
present experiment involving concept mapping.  
The responses by the participants to Q3 and Q4 indicate that the 
participants tend not to utlise the knowledge of Japanese grammar in their 
English writing. The most suggestive response was the response to Q5. To the 
question (What is the most serious problem in your English composition?), 43 
participants (54%) answered that they have problems in writing what they 
want to express in English, 27 participants (34%) answered that they have 
problems in coming up with English words and phrases they want to use, seven 
participants (9%) answered that they have problems in getting ideas or 
concepts they want to write in English, and two participants (3%) answered 
that they have problems in arrange words in a proper order in English. It can 
be said that they have come to realise their problems in English composition 
after the treatment. Thus, the results of the question indicate that it is very 
difficult for the participants to transform their Japanese ideas or concepts into 
English although they could obtain ideas and concepts through top-down 
instruction as concept mapping. Concerning Q2, 68 participants (78.3%) found 
concept mapping useful. Concerning Q15, 31 participants (79.5%) of the 
experimental group found keyword-based composition useful.  
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On the basis of the result of the questionnaire, it may be argued that as 
a whole concept mapping instruction and keyword-based composition have 
nurtured positive perceptions about writing instruction in English, although 
we cannot be certain about this since the same kind of questionnaire was not 
conducted before the experiment in order to catch the changes in the 
perceptions of the participants more accurately. 
9.5  Discussion 
     The purpose of the experiment was to re-verify the effectiveness of the 
Interactive Writing Instruction which integrates top-down instruction 
featuring concept mapping and bottom-up instruction featuring keyword-based 
composition supported by Inter Japanese in improving both the quantity 
(fluency) and the quality (accuracy) of English compositions to be written by 
upper secondary school pupils. In order to accomplish this purpose, the 
two-month experiment was conducted with upper secondary school pupils as 
the participants. The length of the experiment was twice as long as the length 
of the experiment reported in Chapter VIII.  
The results of the experiment were not exactly what the present 
researcher had expected. The performance of the experimental group in the 
post-test was not so good as expected. Their increase in the number of words 
and sentences was smaller than that of the control group. This was because 
several participants in the experimental group decreased the number of words 
and sentences significantly in spite of the fact that the length of the 
experiment was made twice longer than that in the previous experiment 
reported in Chapter VIII.  
As to the reason why the present researcher could not obtain the expected 
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results, it is quite probable that the participants of the experimental group 
may have decreased their motivation for English writing for the following 
reasons. Firstly, the experimental lessons, which were conducted twice or three 
times in a week, were too frequent for them. This was clear from the comments 
in the questionnaire written by the participants. Secondly, the lack of feedback 
may have cause the decrease in their motivation for writing. It was decided not 
to provide feedback to the participants’ compositions during the treatment in 
order to avoid the possibility that the result of the treatment may be 
influenced by feedback. The feedback to the participants ’ compositions was 
given to the participants only after the treatment. When and how much 
feedback should be given is an issue which should be examined carefully in 
further research. 
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CHAPTER X   
 
 
Conclusion 
 
10.1  Major Findings of the Present Study 
After Chapter I described the background and the purpose of the study, 
Chapter II presented a brief sketch of the history of L2 writing instruction. 
First, the historical shifts in the methodology of L2 teaching were briefly 
explained, focusing on Grammar-Translation Method, Audio-Lingual Method, 
and Communicative Approach as representative approaches in L2 teaching. 
Then, a brief explanation was given as to how writing was conceived and 
taught in each of these approaches, thus disclosing the historical shifts in L2 
writing instruction up to the present.  
Chapter III gave a historical sketch of writing instruction in English 
language education in Japan. First, the history of English language education 
in Japan was briefly described. Next, limiting our scope to the history of 
English language education after World War II, a brief explanation was 
provided as to how the way of writing instruction at upper secondary school 
has changed, with reference to the changes in the way writing has been treated 
in the Course of Study for Upper Secondary School issued by the Ministry of 
Education, Culture, Sports, Science and Technology. 
Furthermore, the attention of the study was directed toward the gap 
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between the idealistic goal of English writing instruction stipulated in the 
latest Course of Study (MEXT, 2009) and the difficulties today ’s upper 
secondary school pupils are facing in English writing lessons which have been 
detected by the present researcher ’s analysis of free compositions written by 
upper secondary school pupils. As a measure to bridge this gap, the present 
study proposed Interactive Writing Instruction. 
     Chapter IV described the theory and practice of Interactive Writing 
Instruction. Interactive Writing Instruction incorporates both top-down 
writing instruction which is meaning-oriented and bottom-up writing 
instruction which is form-oriented. This was conceptualised on the basis of 
Grave (1988)’s Interactive Parallel Processing Model of L2 reading and Raimes 
(1983)’s Componential Model of L2 writing. The present study proposed 
concept mapping as an option of top-down writing instruction and 
keyword-based composition as an option of bottom-up writing instruction. 
     Chapter V reported the experiment which was conducted at a public 
upper secondary school in Tokushima Prefecture in order to verify the 
effectiveness of concept mapping as an option of top-down writing instruction 
in improving English writing by upper secondary school pupils. It turned out 
that concept mapping was effective in improving upper secondary school 
pupils’ compositions in terms of quantity but not so in terms of quality.  The 
result verifies the first hypothesis of this study; namely, concept mapping as 
top-down instruction will lead to the increase in the quantity of English 
compositions to be produced by Japanese EFL learners at an upper secondary 
school. Although the number of sentences increased, the number of 
grammatical mistakes did not decrease, thus hinting the possibility that 
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top-down instruction alone may not be effective to improve upper secondary 
school pupils’ English writing.  
     In order to identify problems with English writing instruction only in a 
top-down mode, Chapter VI reported the results of the analysis of grammatical 
errors produced by upper secondary school pupils in the experiment reported 
in Chapter V. This analysis disclosed that pupils tended to produce 
ungrammatical sentences because they made wrong selections of grammatical 
subjects. In other words, the selection of a grammatical subject significantly 
affected the grammaticality of the produced English sentence. This implies the 
necessity of bottom-up instruction which will make pupils more conscious 
about the selection of a grammatical subject in composing an English sentence. 
     Chapter VII reported the results of the experiment which was conducted 
to verify the effectiveness of translation with Inter Japanese as bottom-up 
instruction which was meant to decrease the number of grammatical errors by 
directing pupils’ attention to the selection of a grammatical subject in 
composing an English sentence. The experiment verified the effectiveness of 
translation with Inter Japanese in decreasing grammatical errors related to 
the selection of wrong grammatical subjects. This result supports the second 
hypothesis of the present study; namely, keyword-based composition supported 
by Inter Japanese will lead to the improvement in the quality of English 
compositions to be produced by Japanese EFL learners at an upper secondary 
school. 
     Chapter VIII reported the experiment which was conducted to verify the 
effectiveness of Interactive Writing Instruction. The experimental group 
received interactive instruction in which both the top-down instruction 
142 
 
featuring concept mapping and the bottom-up instruction featuring 
keyword-based composition supported by Inter Japanese were integrated. On 
the other hand, the control group received top-down instruction featuring 
concept mapping. The results of the experiment disclosed that the 
experimental group improved their English writing greater than the control 
group although the difference did not reach the level of statistical significance.  
This result partly supports the third hypothesis of the present study; namely, a 
theme which is the target for concept mapping as top-down instruction should 
be utilised in keyword-based composition supported by Inter Japanese as 
bottom-up instruction. By maintaining this functional correlation of top-down 
instruction and bottom-up instruction in each writing activity, Japanese EFL 
learners will be able to produce more grammatical English sentences on the 
theme for which they want to write English compositions. The positive results 
of the questionnaire which was conducted after the experiment support the 
fourth hypothesis of the present study; namely, through receiving Interactive 
Writing Instruction, Japanese EFL learners will be able to increase their 
motivation for English writing. 
     Chapter IX reported the experiment which was conducted to re-verify the 
effectiveness of Interactive Writing Instruction. The basically same research 
design was used as that used in the experiment reported in Chapter VIII. 
However, the period of the experiment was doubled. The results of the 
experiment disclosed that the control group who received the top-down 
instruction featuring concept mapping increased the volume of English writing 
significantly. This verified the effectiveness of concept mapping just like the 
experiment reported in Chapter V. However, the number of ungrammatical 
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sentences also increased. This implies the limitation of top-down instruction. 
On the other hand, the experimental group who received both the top-down 
instruction featuring concept mapping and the bottom instruction featuring 
keyword-based composition supported by Inter Japanese produced far fewer 
ungrammatical sentences than the control group although the number of 
sentences they produced was smaller than that produced by the control group. 
The finding that the experimental group produced fewer sentences than the 
control group is not surprising at all since the amount of top-down instruction 
they received was half the amount of top-down instruction the control group 
received. The less positive results of the questionnaire which was conducted 
after the experiment does not completely support the fourth hypothesis of the 
present study mentioned above. Although the results of the experiment have 
not statistically verified the effectiveness of the interactive instruction on the 
whole against the top-down instruction alone in increasing not only the 
quantity but also the quality of compositions written by upper secondary school 
pupils, the present research has produced effects positive enough for the 
present researcher to decide to continue the study of Interactive Writing 
Instruction.  
 
10.2  Implications for Writing Instruction for Japanese EFL Learners 
     The results of the present study give rise to several implications for 
English writing instruction in Japan. Firstly, writing instruction for Japanese 
EFL learners should be interactive, involving both top-down instruction and 
bottom-up instruction, although the way of interaction can vary. The present 
study has realised the interaction by integrating the top-down instruction 
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featuring concept mapping and the bottom-up instruction featuring 
keyword-based composition supported by Inter Japanese into one unified 
writing activity, namely, into single worksheets on specific themes of writing. 
To be more specific, the ideas created by concept mapping were utlised as the 
baseline for keyword-based composition. The results of the experiments along 
with the positive comments from the participants indicate that this kind of 
Interactive Writing Instruction is practical and productive for Japanese EFL 
learners.  
Secondly, as the new Course of Study (MEXT, 2009) recommends, it is 
important to integrate four skills (listening, speaking, reading and writing) in 
classroom teaching. The results of the present study imply that integration 
should be realised in the teaching of each skill through the integration between 
top-down instruction and bottom-up instruction just like in the teaching of L2 
reading (Carrell, et. al., 1988). 
Thirdly, although L1 tends to be slighted or ignored due to possible 
interference in learning L2, the L1 of EFL learners should be utilised in the L2 
learning. If we adopt the hypothesis that EFL learners will come up with 
concepts or ideas in their L1 when they try to compose English sentences, the 
learners’ L1 should be utilised in English writing instruction. However, a big 
problem will arise for Japanese EFL learners; the basic structure of Japanese 
is completely different from that of English. As Mori (1980) argues, Japanese is 
a topic prominent language while English is a subject prominent language. In 
order to produce English sentences, Japanese EFL learners have to move from 
the Japanese frame of reference to the English frame of reference: from the 
topic prominence to the subject prominence. However, it is difficult for 
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Japanese EFL learners to carry out this move smoothly. It is common for 
Japanese EFL learners to convert topics in Japanese sentences into 
grammatical subjects in English sentences, producing ungrammatical English 
sentences as a result. Therefore, English teachers have to help their pupils to 
become aware of the difference between Japanese and English, to select proper 
grammatical subjects in English and to produce grammatical English 
sentences no matter what grammatical subject they have selected.  
 
10.3  Limitations and Issues for Further Study 
     In order to verify the effectiveness of Interactive Writing Instruction 
which integrates both top-down instruction and bottom-up instruction, this 
dissertation has described a series of experiments which have produced 
positive results. However, several limitations in the experiments should be 
noted although the experiments were designed and conducted as carefully as 
possible. 
     Firstly, all the experiments reported in this dissertation targeted 
Japanese EFL learners at the same public upper secondary school in 
Tokushima Prefecture although the participants in each experiment were 
different respectively as a group. The upper secondary school pupils who 
participated in the experiments can be considered as quite normal upper 
secondary school pupils in terms of their scholastic and English abilities since 
their school is not so heavily-oriented toward university entrance 
examinations. Actually, half of the graduates pursue jobs after graduation. In 
this sense, the results of the experiments reported in this dissertation have 
certain validity. However, it must be admitted that we should be careful in 
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generalising the results of the experiments. In order to increase the validity of 
the results of the experiments, it is necessary to carry out more experiments 
targeting different groups of participants at different kinds of schools in the 
future.  
Secondly, the method of instruction in Interactive Writing Instruction 
adopted for this dissertation was limited. As top-down instruction, only 
concept mapping was utilised while as bottom-up instruction keyword-based 
composition supported by Inter Japanese was utilised. It goes without saying 
that different methods should be possible for top-down instruction and for 
bottom-up instruction. We cannot deny the possibility that better results might 
have been obtained by methods different from the two methods adopted in this 
dissertation. It is worth conducting experiments using different methods in the 
future. 
Thirdly, the provision or non-provision of feedback for free compositions 
written by the participants in this study may have influenced the results of the 
experiments in Chapters VIII and IX. In the questionnaire conducted after the 
treatment in the experiment reported in Chapter VIII, positive opinions on the 
feedback for pupils’ compositions were reported. It is probable that the 
feedback provided to the participants may have exerted a positive influence on 
the effectiveness of the treatment of the experiment. On the basis of this 
reflection, a decision was made to provide no feedback for the pupils ’ 
compositions during the treatment in the experiments reported in Chapter IX 
in order to exclude possible influence of feedback. However, it seemed that the 
motivation of the participants decreased because of this decision, as was 
reported by the English teacher who conducted the treatment during the 
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treatment. It is doubtful whether the participants were engaged in the 
post-test as they had been expected. This implies that feedback by a teachers 
or a conductor of the experiment cannot be ignored in experiments on English 
writing. 
     Lastly, the research design which was adopted in this dissertation was 
not ideal due to ethical problems. Ideally, there should have been four groups 
of participants in order to fully verily the effectiveness of Interactive Writing 
Instruction. The group of participants who would not receive any top-down 
instruction or bottom-up instruction, the group of participants who would 
receive only bottom-up instruction, the group of participants who would receive 
only top-down instruction and the group of participants who would receive both 
top-down instruction and bottom-up instruction. In the experiments in 
Chapters VIII and IX, only the third group and the fourth group were set up as 
the participants due to the practical difficulties at the school.  
Although there are shortcomings in the research design of the present 
study as mentioned above, it can be said that Interactive Writing Instruction 
has considerable possibilities to improve writing by upper secondary school 
pupils in terms of quantity (fluency) and quality (accuracy).  I really appreciate 
the cooperation of English teachers and pupils at the upper secondary school in 
Tokushima Prefecture who participated in this study. They allowed me to 
conduct a series of experiments on writing for five years. Without their 
understanding and cooperation, the experiments in this study were impossible.  
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NOTES   
 
CHAPTER I 
(1)This study was conducted as part of the course named Pedagogical 
Empirical Studies offered by the Department of English Language Education 
of Naruto University of Education, and as a project at an upper secondary 
school which collaborated with this study for collaboration between the upper 
secondary school and the university. 
(2) Concept mapping was adopted in a textbook of Japanese published by 
Mitsumura Tosho in 2000 and some textbooks for secondary schools published 
in 2012 are included concept mapping (cf. Chapter IV). 
(3) Fluency is usually defined as “the ability to produce written and / or spoken 
language with ease” (Richards & Schmidt, 2002, p.204). Fluency in this study 
is measured by the quantity of writing within a certain amount of time. This 
means that the more sentences a learner can write within a certain amount of 
time, the more fluent writer he or she will be. 
(4)The former Ministry of Education, Science and Culture was renamed as the 
Ministry of Education, Culture, Sports, Science and Technology (MEXT) in 
2001. 
 
CHAPTER II 
(1) In this study, L2 teaching means not only second language teaching but also 
foreign language teaching. 
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CHAPTER III 
(1) It has been said that the first foreigner in Japan was William Adams (later 
Miura Anjin), who was a shipman from the Netherlands. He was drifted away 
and got to Usuki in Kyushu. He communicated with Japanese interpreters in 
Portuguese, which was a lingua-franca in those days. In those days 
interpreters of the government were not required to learn or use English. 
Moreover, there are no stories or evidence that Anjin taught English to 
Japanese interpreters. That is the reason why foreign language education in 
Japan began after the incident of His Majesty’s Ship Phaeton. 
(2) According to Deki (1994), English language education did not disappear but 
was continued even in the centre of militarism, the National Marine Academy. 
(3) The objectives to be show below are indicated in the form of lists, 
summarising the objectives stipulated in the Courses of Study. The order of 
objectives was decided by the present researcher through understanding the 
exact phrases which stipulated the objectives in the Japanese language.  
(4) This translation was retrieved on June 5th, 2013 from http://www.mext.go. 
jp/a_menu/shotou/new-cs/youryou/eiyaku/__icsFiles/afieldfile/2011/04/11/1298
353_9.pdf 
 
CHAPTER IV 
(1)Li & Thompson (1976) and Schachter & Rutherford (1979), who followed the 
ideas of Li & Thompson (1976), insisted that Japanese belongs to the group of 
subject-predicate and topic-comment language. That is against the ideas that 
Japanese belongs to the group of topic-prominent language presented by 
Mikami (1960), Mori (1980) and Kanaya (2002). The present researcher doubts 
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that Li and Thompson were familiar with the Japanese language sufficiently 
because they used the ungrammatical Japanese sample sentence in their study,  
“Gakkoo-wa buku-ga isogasi-kat-ta”(p.462). Therefore, the idea that Japanese 
belongs to the group of topic prominent language presented by Mikami, Mori 
and Kanaya is adopted in this study. 
 
CHAPTER VIII 
(1)The quantity used in this chapter means the volume of compositions 
produced by the participants. It can be understood as the fluency of the 
compositions. The quality used in this chapter means the grammaticality of the 
compositions produced by the participants. It can be understood as the 
accuracy of the compositions. 
(2)The words in the concept map presented to the participants were written in 
Japanese. 
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Appendix A 
ワークシートＦ 
 
☆「自分の将来」についてマッピングしましょう！ 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
自分の将来 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 自分の将来 
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 2007/06/13 
7 回目 6/14 (18) 
クラス   番号      名前              
ワークシートＦ    「自分の将来」について書いてみよう！ 
 
お助け集～将来編～ 
 
働く（就職する）・・get a job        収入・・・income 
（一般的な）職業・・job, occupation （専門的な）職業・・profession 
養護学校・・・school for disabled children  臨床心理士・・clinical phychology 
counselor幼稚園・・・kindergarten     （将来の）目標・・・goal 
工学部・・・department of technology  大学での専攻・・major 
マンション・・・condominium (mansion は大豪邸のこと☆ 分からない単語は和英辞
書を使って調べましょう 
 
162 
 
８回目 6/26 
クラス   番号      名前              
ワークシートＧ   「私と英語」について書いてみよう！ 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
私と英語 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
私と英語 
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ワークシートＨ                          2007/06/26 
         クラス   番号      名前              
☆自分のワークシートを見ながら英語にしていこう！ 
『私と英語』について書きましょう。 
 
 
 
☆ 分からない単語は和英辞書を使って調べましょう 
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Appendix B 
 
 
 
このアンケート結果は，今後の指導に活かしたいと思いますので，ご協力お願い致します。 
※該当する箇所に○をつけてください。 
 
1. 辞書をよく使ったと思いますか。  
 
5. 全く思わない 4. あまり思わない 3. そう思う 2. よく思う 1. とてもよく思う 
          
          
 
2. 今までマッピングを習ったことがありましたか。 
( YES  /  NO ) 
 
3. マッピングは，役に立ったと思いましたか。 
 
5. 全く思わない 4. あまり思わない 3. そう思う 2. よく思う 1. とてもよく思う 
          
          
 
4. これからもマッピングを使ってみたいと思いますか。 
 
5. 全く思わない 4. あまり思わない 3. そう思う 2. よく思う 1. とてもよく思う 
          
          
 
5. 書くスピードは早くなったと思いますか。 
 
5. 全く思わない 4. あまり思わない 3. そう思う 2. よく思う 1. とてもよく思う 
          
          
 
6. トピック(伝えたい話題)の数は増えたと思いますか。 
 
5. 全く思わない 4. あまり思わない 3. そう思う 2. よく思う 1. とてもよく思う 
          
          
 
7. 文の長さは長くなったと思いますか。 
 
5. 全く思わない 4. あまり思わない 3. そう思う 2. よく思う 1. とてもよく思う 
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2007/6/27 
8. 文の数は増えたと思いますか。 
 
5. 全く思わない 4. あまり思わない 3. そう思う 2. よく思う 1. とてもよく思う 
          
          
 
9. 文の構成は良くなったと思いますか。 
 
5. 全く思わない 4. あまり思わない 3. そう思う 2. よく思う 1. とてもよく思う 
          
          
 
10. 英作文に対して，自信が持てるようになりましたか。 
 
5. 全く思わない 4. あまり思わない 3. そう思う 2. よく思う 1. とてもよく思う 
          
          
 
11. これまで「英作文は嫌いだ」と思っていましたか。 
 
5. 全く思わない 4. あまり思わない 3. そう思う 2. よく思う 1. とてもよく思う 
          
          
 
12. 今も「英作文は嫌いだ」と思っていますか。 
 
5. 全く思わない 4. あまり思わない 3. そう思う 2. よく思う 1. とてもよく思う 
          
          
 
9. 今回のマッピングの指導で何か感じたことを自由に書いてください。 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
ご協力，ありがとうございました。 
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Appendix C 
           ＊所要時間：[2][3]合わせて１２分 
[2]（ ）内の単語を並べかえて英文を完成させなさい。但し、不要な語句が1個ずつ含まれて
います。また、文頭に来るべき語も小文字で表記されています。 
 
(1) イチローは足が速い。 
( can / fast / Ichiro / is / run / very ). 
 
                                                                                   .   
 
(2) 雨でピクニックに行けなかった。 
( a picnic / from / going / I / on / prevented / the heavy rain / us ). 
 
                                                                                   .   
 
(3) 日本は四季が美しい。 
( beautiful / four / has / is / Japan / seasons ).  
 
                                                                                   .   
 
(4) 私の電子辞書は英語の発音が聞ける。 
( can / digital dictionary / English pronunciation / I / me / my / listen to / with ).  
 
                                                                                   .   
 
(5) ブラジルではポルトガル語が話されています。 
( Brazil / in / is / language / people / Portuguese / spoken / the ). 
 
                                                                                   .   
 
(6) 冬は日が暮れるのが早い。 
( on / it / winter evenings / gets / early / days / dark ). 
 
                                                                                   .   
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(7) ケーキはどこが一番おいしいですか。 
( cake / can / get / in town / is / the most delicious / we / where )? 
 
                                                                                   ?   
 
(8) 10月はほとんど雨が降らない。 
( we / rainy / October / in / have / are / few / days ). 
 
                                                                                   . 
 
  
 
 [3] 次の英文中の下線部に指定された文字で始まる英単語を入れなさい。また、解答は解答欄
に書きなさい。 
 
Every day two types of daily newspapers go on sale: the *quality press and the popular 
press. The quality newspapers are published both in the morning and e    1     , while 
the popular newspapers are p    2     only in the evening. A c    3      of these two 
types of papers **reveals some remarkable differences in their content. The quality press 
covers both national and i    4      topics in details. On the other hand, the popular 
press is more i    5      in news of a sensational or ***entertaining nature, such as 
political or sexual scandals, sporting events, games and so on. 
  
*quality 一流の   **reveal 明らかにする   ***entertaining 娯楽的な 
 
1. e 2. p 3. c 
4. i 5. i 
 
 
   
 
     年   組    番 氏名                
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Appendix D 
省略表現②           年  組   番 氏名        
 
Step 1 次の日本語文を中間日本語（英語に近い日本語）にしよう。<誰がどうするのか明確に> 
① 明日はテストだ。 
→ 「    受けます 。」 
② 日本映画は嫌いです。 
→ 「    好まない 。」 
③ （コンサートに何を着ていくのかと聞かれて） 私はスカートよ。 
→ 「    行きます 。」 
④ （学校に行くのに、）徒歩はいやだ。  
→ 「    たくない 。」 
Step ２ 与えられた語句を並び替えて、Step１で作った中間日本語（英語に近い日本語）を参考に英文 
にしてみましょう。文頭に来るべき語句も小文字になっています。 
 
 
 
 
 
 
 
 
 
 
 
Step ３ 次の日本語を英語にしよう。 
① 美術は大好きです。 
 
            
② （空港までの交通手段を聞かれて） 私たちは電車です。 
 
            
③ （旅行に行くのに） 飛行機はいやだ。 
 
            
④ 昨日は文化祭（school festival）だった。 
 
            
⑤ （注文を聞かれて） 僕はオレンジジュースです。 
 
            
① ( a / have / test / tomorrow / we ) 
 
             
 
② ( don’t / I / Japanese / like / movies ) 
 
             
 
③ ( a skirt / go / I / the concert / to / wearing / will ) 
 
             
 
④ ( don’t / foot / go / I / on / to / to school / want ) 
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Appendix E 
時候（季節）は△だ/○が△だ（その２）    年  組   番 氏名       
Step 1 次の日本語文を中間日本語（英語に近い日本語）にしよう。 
①夏は甲子園だ。 → 「               テレビで観戦する。」 
②冬は雪が多い 。→ 「               が降る。」 
③先月はインフルエンザが流行った。 → 「     にかかった。」 
④秋は食欲が旺盛になる。 → 「             食べたい気持ちになる。」 
 
Step ２ 与えられた語句を並び替えて、Step１で作った中間日本語（英語に近い日本語）を参考に英文 
にしよう。 
 
 
 
 
 
 
 
 
 
 
 
 
Step ３ 次の日本語を英語にしよう。 
① 来週はテニスの試合だ。 
 
            
② 徳島の夏は阿波踊りだ。 
 
            
③ クリスマス前はケーキがよく売れる。（人を主語にして） 
 
            
④ 日本の夏は湿気が多い。 
 
            
⑤ 秋は紅葉がきれいだ。 
 
            
①（ a lot of / baseball games / in / in summer / on TV / people / the Koshien stadium /  
     watch / ）  
 
             
 
②（ a lot / in / it / snows / winter ） 
 
             
 
③（ a / caught / flu / last / lot / month / of / students ）  
 
             
 
④（ a lot / eating / fall / feel / in / like / people ） 
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時候（季節）は△だ/○が△だ（その１）   年  組   番 氏名       
Step 1 次の日本語文を中間日本語（英語に近い日本語）にしよう。 
①3月は卒業式だ。  → 「                      を持つ。」 
②6月は雨が多い 。 → 「               を持つ。」 
③春は桜がきれいだ。 → 「      を見ることができる。」 
④正月はハワイが人気だ。 → 「                         に行く。」 
 
Step ２ 与えられた語句を並び替えて、Step１で作った中間日本語（英語に近い日本語）を参考に英文 
にしよう。 
 
 
 
 
 
 
 
 
 
 
 
 
 
Step ３ 次の日本語を英語にしよう。 
① （予定を聞かれて）今週の土曜日はコンサートだ。 
 
            
② 明日は学校が休みです。 
 
            
③ 週末は高速が混む。（人を主語にして） 
 
            
④ 8月は台風が多い。 
 
            
⑤ 夏は海水浴場がにぎわう。 
 
            
①（ ceremony / graduation / have / March / in / our / we ）  
 
             
 
②（ a / have / in / June / lot / of / rain / we ） 
 
             
 
③（ beautiful / blossoms / can / cherry / in / see / spring / we ）  
 
             
 
④（ a lot / during / go to / Hawaii / New Year’s holiday / of / people / the ） 
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Appendix F 
   
 
 
このアンケート結果は，今後の英語授業改善に活かしたいと思いますので，ご協力お願い致します。 
それぞれの質問に５～１の５段階で回答して下さい（該当する選択肢の番号に○をつけてください）。 
 
 
1.ワークシートのStep1の活動で，中間日本語は簡単に書くことができたと思いますか。 
 
5. 強くそう思う   4. そう思う   3. どちらでもない   2. あまりそう思わない   1. まったくそう思わない 
 
2.Step1の中間日本語がStep2で役に立ったと思いますか。 
 
5. 強くそう思う   4. そう思う   3. どちらでもない   2. あまりそう思わない   1. まったくそう思わない 
 
3.Step1をする前に、先にStep2から始めることはありましたか。 
 
5. 毎回そうした  4. ほぼ毎回そうした  3. ときどきそうした  2. ほとんどしなかった  1. まったくしなかった  
     
4.Step3をするときに、自分で中間日本語を考えて作文しましたか。 
 
5. 毎回そうした  4. ほぼ毎回そうした  3. ときどきそうした  2. ほとんどしなかった  1. まったくしなかった  
 
5.10回の英作文指導の中で、どのワークシートのテーマが一番印象に残っていますか。 
 
5. 省略表現    4. 人は○が△だ    3. 時候・季節     2. 地名    1. もの 
                   
6.10回の英作文指導によって、英作文において主語の選択に注意するようになったと思いますか。 
 
5. 強くそう思う   4. そう思う   3. どちらでもない   2. あまりそう思わない   1. まったくそう思わない 
 
7.10回の英作文指導によって、主語と動詞の関係に注意して英文を書くようになったと思いますか。 
 
5. 強くそう思う   4. そう思う   3. どちらでもない   2. あまりそう思わない   1. まったくそう思わない 
 
8.10回の英作文指導によって、日本語と英語の構造の違いを意識するようになったと思いますか。 
 
5. 強くそう思う   4. そう思う   3. どちらでもない   2. あまりそう思わない   1. まったくそう思わない 
 
9. ワークシートの解答に対する添削（赤ペン）は役に立ったと思いますか。 
 
5. 強くそう思う   4. そう思う   3. どちらでもない   2. あまりそう思わない   1. まったくそう思わない 
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10.10回の英作文指導で，気楽に英文が書けるようになったと思いますか。 
 
5. 強くそう思う   4. そう思う   3. どちらでもない   2. あまりそう思わない   1. まったくそう思わない 
 
11.10回の英作文指導は自分にとって役に立ったと思いますか。 
 
5. 強くそう思う   4. そう思う   3. どちらでもない   2. あまりそう思わない   1. まったくそう思わない 
 
12．英作文の際には、これからも中間日本語を活用していこうと思いますか。 
 
5. 強くそう思う   4. そう思う   3. どちらでもない   2. あまりそう思わない   1. まったくそう思わない 
 
13. 今後皆さんの後輩たちにも、この中間日本語を使った英作文指導を行ったほうが良いと思いますか。 
 
5. 強くそう思う   4. そう思う   3. どちらでもない   2. あまりそう思わない   1. まったくそう思わない 
 
14.10回の英作文指導の中で思ったことを自由に書いて下さい。 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
ご協力ありがとうございました。 
